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ABSTRACT 
This thesis puts an emphasis on the use of gaming technology as a form of computer-
assisted language learning (CALL) activity, investigating its effects on interaction and 
willingness to communicate (WTC) in the target language (TL) of Thai English as a 
foreign language (EFL) learners. The study, adopted the pseudo-empirical research 
design with a pre-test structure, was carried out with 30 third year undergraduate 
students enrolled in a course of English for Information Technology 1 at a university 
in Thailand. The study modified an existing commercial game to better meet specific 
objectives of the language course. The data were collected by means of quantitative 
and qualitative research techniques (i.e., recordings of TL interaction in class and 
computer game activities, questionnaires, and interviews). The transcripts of 
participants’ interaction were analysed for the amount of words and turns and for the 
characteristics of their TL use. The questionnaire and interview responses were 
analysed to provide the evidence of participants’ WTC. 
 
The study found that gameplay encouraged a significant increase in the quantity of TL 
interaction which also contained a variety of discourse functions associated with 
social, collaborative interaction (e.g., greetings, requests, and questions) and covered 
ranges of linguistic features (e.g., use of a variety of verb forms). This provided 
evidence that language learners received opportunities to interact using the TL when 
playing games. In addition, participants’ responses to WTC questionnaires and 
interview questions indicated that the level of WTC appeared to be enhanced by 
taking part in the game, as positive perceptions of WTC, low anxiety when interacting 
in the TL, high self-perceived communicative competence, and high frequency of TL 
use, were reported. This indicated that language learners benefited from less stressful 
environments within the game and thus were willing to use the opportunities provided 
to practice and use the TL.  
 
In light of these findings, this study draws attention to the role and effectiveness of 
computer games in encouraging TL use for authentic communication and willingness 
to use the language. The study offers some suggestions for future research and 
concludes with implications for second/foreign language pedagogy, curriculum and 
CALL material design, and educational game development. 
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GLOSSARY 
Affordances are perceived opportunities for action or learning possibilities in an 
environment in which the learner is engaged. 
 
Affective variables are generally regarded as negative psychological factors, such as 
anxiety, low motivation, low self-confidence, boredom, and frustration, which may 
interfere with learner’s language acquisition process. (see also affective filter 
hypothesis, low affective filters) 
 
Affective filter hypothesis was proposed by Krashen (1981) to account for how 
learners’ psychological variables, such as motivation, attitude, self-confidence, and 
anxiety, may influence their language acquisition. He argued that when affective filter 
is low enough (e.g., when they have high motivation, positive attitude, high self-
confidence, and low anxiety), they are likely to acquire a language more successfully 
than when they it is not. (see also affective variables, low affective filters) 
 
Anxiety is the term that encompasses the feeling of fear or apprehension associated 
with learning and/or using a second or foreign language (L2). The main focus of this 
study is communication anxiety. (see also communication anxiety)  
 
Authentic/Genuine interaction is the type of interaction that is natural and involves 
the use of target language in the real-world.  
 
Conditions of optimal language learning environments are a general framework 
that specifies essential conditions, (e.g., high quality input, ample opportunities for 
language use, high quality feedback, and individualised content) for successful 
language learning.  
 
Collaborative learning is a theory of learning which explains that knowledge is 
constructed by participation and interaction, with a focus on the situation in which 
learners work together, support each other, and learn from one another.  
 
   xv 
Communicative language teaching (CLT) is a method of language teaching which 
places an emphasis on learning through communication. Its primary goal is for 
learners to develop communicative competence.  
 
Communicative self-confidence is a combination of low levels of anxiety, especially 
anxiety about L2 communication, and sufficient levels of self-perceived 
communicative competence in the L2. Self-confidence can be either ‘state’ or ‘trait.’ 
In this study the focus is on ‘state’ communicative self-confidence. (see also state 
communicative self-confidence) 
 
Communication anxiety corresponds to the level of fear or anxiety associated with 
real or anticipated communication in the L2, and in language learning is also known 
as language anxiety. (see also anxiety and state communicative self-confidence) 
 
Computer-assisted language learning (CALL) is the use of computers and other 
technologies (in this study, computer games) in language instruction.  
 
Computer game is an electronic game involving one or more players, with rules, 
goals, outcomes and feedback, competition, challenge, interaction, and story as key 
characteristics. In this study, the focus is on a massively multi-player online role-
playing game (MMORPG). (see massively multi-player online role-playing game) 
 
Computer-mediated communication (CMC) is the use of computers, including 
networked computers, as a means of interaction between learners and learners, 
learners and teachers, or learners and native speakers.  
 
Constructivist learning is a theory of learning that views learning as active and 
emphasises that learners should construct new knowledge on their own through 
experiences.  
 
Discourse analysis is a type of analysis that examines the ways in which language is 
used in interaction.  
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Discourse functions are defined as categories of behaviour that speakers perform 
through language while communicating with each other, such as greetings, directives, 
questions, and requests.  
 
English as a foreign language (EFL) learners are people who learn English in a 
context where English is not used for everyday purposes (such as Thailand). EFL 
learners typically learn and practise the target language exclusively in the classroom 
setting. In the context of this study, this term is used to refer to tertiary-level Thai 
students.  
 
EFL tertiary context refers to the context of ‘English as a foreign language’ learning 
and teaching in Thai universities. 
 
First language (L1) is the language that is first learnt by an individual. This language 
is also referred to as native language or mother tongue. In this study, Thai is the first 
language.  
 
Game-based learning is a learning setting involving the use of computer games 
 
Interaction in this study is broadly defined as communication between learners, 
either face-to-face or electronically. The study concerns itself mainly with 
interpersonal interaction between non-native speakers (NNPs) of English and focuses 
primarily on the quantity and quality of interaction in the target language, i.e., 
English.  
 
Interaction analysis is a type of research method used to record learners’ moves 
while working with technology.  
 
Linguistic features are defined as categories of language features which are relevant 
to lexical items and grammatical constructions, e.g., tenses, conjunctions, relative 
pronouns, and interjection.  
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Low affective filter is the condition when learners have high motivation, positive 
attitude, high self-confidence, and low anxiety, enabling them to concentrate on 
language learning, use the target language, accomplish a task, receive comprehensible 
input, and acquire another language. (see also affective variables, affective filter 
hypothesis,) 
 
Massively multi-player online role-playing game (MMORPG) is the type of game 
played by a large number of players in a complex environment allowing a large 
amount of player interaction in order to progress through the game. 
 
Hypotheses relevant for developing multimedia CALL was proposed by Chapelle 
(1998, p. 23), suggesting seven principles and requirements underlying the 
development of multimedia CALL for ideal conditions for SLA. These include 1) the 
linguistic characteristics of target language input need to be made salient; 2) learners 
should receive help in comprehending semantic and syntactic aspects of linguistic 
input; 3) learners need to have opportunities to produce target language output; 4) 
learners need to notice errors in their own output; 5) learners need to correct their 
linguistic output; 6) learners need to engage in target language interaction whose 
structure can be modified for negotiation of meaning; and 7) learners should engage in 
L2 tasks designed to maximize opportunities for good interaction.  
 
Quest is the mission that players are assigned to accomplish in order to progress 
throughout the game. 
 
Risk-taking is generally defined as an individual’s tendency to use the L2 regardless 
of uncertain outcomes. 
 
Scaffolding is a concept in sociocultural theory that refers to peer assistance that 
occurs during collaborative interaction in the zone of proximal development. While 
the provision for assistance often refers to expert and less expert interaction, less 
expert members can also help scaffold each other so that they can undertake a task 
successfully. (see also sociocultural theory, zone of proximal development) 
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Second language acquisition (SLA) is the process of learning a second or foreign 
language (L2).  
 
Second or foreign language (L2) is the language that is not an individual’s first 
language or mother tongue (L1). (see also first language) 
 
Self-perceived communicative competence is the belief that an individual has an 
adequate ability to communicate in a second or foreign language successfully. 
 
Sociocultural theory is a theory of learning derived from the work of Vygotsky that 
emphasises the importance of social interaction among individuals and views learning 
as a mediated process in which they develop as they interact with the environment. 
The theory was enhanced and expanded in the language learning contexts to explain 
L2 acquisition, emphasising the role of social interaction during task completion in 
providing learners with opportunities to practise the language and learn from each 
other as more expert learners help less expert ones to acquire the TL. 
 
State communicative self-confidence is a combination of low levels of state anxiety, 
especially anxiety about L2 communication, and sufficient levels of state self-
perceived communicative competence in the L2. The term ‘state’ here refers to 
momentary feelings within a given situation; that is, when using the L2 for 
communication.  
 
Target language (TL) is the language being studied by a learner. In this study, 
participants who are Thai are studying English, so English is the target language.  
 
Willingness to communicate (WTC) is defined as an individual’s intention to 
initiate or participate in communication in the target language at a particular moment 
and situation. 
 
Zone of proximal development (ZPD) is the term used in Vygotsky’ sociocultural 
theory to refer to the distance between what individuals can do by themselves in a task 
   xix 
and what they can do with assistance or in collaboration with more competent peers. 
(see also sociocultural theory, scaffolding) 
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We live, work, communicate, entertain, and do many different things in today’s world 
differently and more conveniently thanks to the availability of computers and the 
proliferation of technological innovation. Increasingly, modern technologies will no 
longer perform only basic tasks, but they will also serve as effective learning tools 
with the potential to provide learners with ample learning opportunities and 
meaningful learning experiences. This influences all domains of education, and the 
field of foreign/second language (L2) learning is no exception. Since the 1960s, 
technologies have been incorporated in language instruction to support the language 
learning process and to extend opportunities for language learning beyond the 
classroom (Reinders & White, 2010). The role of technology in language learning and 
teaching has grown over the years (see for example Chapelle, 2001, 2003; M. Levy, 
1997; Warschauer & Meskill, 2000) and an increasing range of language learning 
technologies is now available for classroom practice (for a review, see Stockwell, 
2007). 
 
Computer games are one recent form of technological innovation in learning and 
teaching. A great deal of enthusiasm about the pedagogical benefits of games for 
learning, both in general education (see Prensky, 2001a), and in language and literacy 
education in particular (see Gee, 2007), is evident in the literature. Somewhat 
surprisingly, however, few empirical studies confirm the existence of these 
pedagogical benefits. Particularly, the effects of gameplay on different aspects of 
language use in the foreign language settings are still unclear. Do computer games 
actually encourage greater L2 interaction? Do they indeed have a positive affective 
impact, such as increased motivation, improved self-confidence, or reduced anxiety so 
that learners feel more willing to interact in the L2?   
 
This thesis investigates these questions from a language learning perspective. The first 
chapter begins with this introduction. It then identifies difficulties in encouraging 
interaction in the target language (TL), i.e., English, in a Thai ‘English as foreign 
language’ (EFL) tertiary context and elucidates certain facts about language learning 
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and teaching situations within this context, which then leads to my motivation for the 
study. The chapter then introduces the purpose of the study and the research 
questions, gives an overview of its research design and methodology, and discusses 
perspectives of particular SLA and learning theories that guided the work presented in 
this thesis. It also highlights the significance of the study and explains how the 
remainder of this thesis is organized.  
 
1.1 Statement of the Problem 
Interaction in the L2 has been argued to play an important role in creating learning 
opportunities (Long, 1996) and facilitating the process of language acquisition 
(Swain, 1985). However, in reality, most language learners rarely receive sufficient 
opportunities to practise and interact in the L2 both inside and outside the language 
classroom. Clearly, this has a significant impact on learners’ language development 
and communicative competence. 
 
Encouraging learners’ TL interaction both inside and outside the language classroom 
is one of the greatest challenges for language teachers (Ellis, 2005; Reinders & Cho, 
2011). Particularly, in EFL settings, such as Thailand (the setting for this study), 
learners typically find the opportunities to practise the TL exclusively in the 
classroom but have limited or no TL use in everyday life where all interaction among 
the native population is performed in their native language (L1). In Thailand, in 
particular, while the classroom setting is likely to be the only place for TL exposure 
and use for most Thai EFL learners, genuine interaction is difficult, and in some cases 
impossible (D. Brown, 2006). The difficulties in encouraging TL interaction occur for 
a number of reasons, but primarily because the medium of instruction (at all levels of 
education in the English classroom) is mostly conducted in Thai ("National Institute 
for Education Research (NIER)," 1994). Although English is used as the language of 
instruction, typical Thai learners are reluctant to use it as a medium of communication 
in class and normally avoid communicating, as reported in the literature (Bennui, 
2008; Kamprasertwong, 2010) and as experienced on a daily basis by Thai teachers of 
English, including myself, the researcher.  
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Frequent occurrences of embarrassing silence or lack of participation and interaction 
are typical in English language classrooms in Thailand. Furthermore, large class sizes 
(over 40 students in each class in typical Thai EFL classrooms at many secondary and 
tertiary institutions), are another important factor that limits opportunities for TL 
interaction. Teachers have difficulty monitoring all of the learners while engaged in 
class activities, and many allow learners to use their L1 to complete tasks instead of 
the target language (Fotos, 2002). Moreover, discussion and interaction in the Thai 
EFL classroom are mostly teacher-led and are mainly for the purpose of language 
drill, where learners are passive recipients, rather than active participants. When it 
comes to communicating in English, Thai EFL learners typically memorise and recite 
from what they have rehearsed, but are unable to talk without preparation and to 
formulate new sentences or use new words required for real-life situations 
(Wongsothorn, Hiranburana, & Chinnawongs, 2002). These factors clarify why the 
amount of authentic TL interaction in Thai EFL classrooms is negligible.  
 
The learning practices of many Thai EFL learners may also affect how they engage in 
genuine interaction in the TL both inside and also, particularly, outside the classroom. 
Previous studies have characterised typical Thai language learners, at all levels of 
education, as unwilling to communicate in English; overly concerned about accuracy 
in their language use and rote memorization (Mackenzie, 2002); introverted in 
expressing themselves in English (Kline, Barrett, & Svaste-Xuto, 1981); not confident 
in their speaking skills (Boonkit, 2010; Grubbs, Chaengploy, & Worawong, 2009); 
too shy to use English to interact with their classmates (Wiriyachitra, 2001); 
uncooperative and unmotivated to participate in class activities in English 
(Maneekhao & Tepsuriwong, 2009); anxious about English use (Bunrueng, 2008; 
Tasee, 2009); and afraid of making mistakes when communicating with English 
speaking foreigners (Learning English: Suan Dusit Poll as cited in D. Brown, 2006). 
 
When considering current language instructional approaches that influence language 
teaching practices in Thai settings, communicative language teaching (CLT), a 
pedagogy which places an emphasis on learning through communication (Ellis, 2004), 
has been adopted to meet the national curriculum reforms and consequently to 
improve the quality of language teaching and learners’ communicative competence. 
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However, the implementation in the Thai EFL setting has not been optimal 
(Khamkhien, 2010), with many teachers not being sufficiently experienced in CLT 
(Tantayanusorn as cited in Mackenzie, 2002, p. 62). Therefore, it has not led to an 
increase in authentic interaction. Even if this approach is implemented appropriately, 
it may produce learners who are capable of communicating but do not actually want 
to use the L2 for authentic communication (MacIntyre, Dörnyei, Clément, & Noels, 
1998), because they are unlikely to feel comfortable, competent, or confident enough 
to continue or initiate interaction.  
 
Dörnyei (2003) points out that learners need to be not only able to communicate but 
also willing to engage in the act of L2 communication. Consequently, language 
instruction to improve learners’ communicative competence should be combined with 
opportunities to increase their willingness to communicate (WTC). The construct of 
WTC has been proposed as an individual differences variable that facilitates the L2 
learning process (Ellis, 2004) and as a fundamental goal of L2 education (Dörnyei, 
2001; MacIntyre et al., 1998). WTC is a final step before L2 use (MacIntyre et al., 
1998) and has been found to influence the frequency and amount of L2 
communication (Clément, Baker, & MacIntyre, 2003; MacIntyre & Charos, 1996; 
Yashima, 2002), which can, in turn, facilitate successful SLA. Learners with high 
WTC are more likely to use L2 in authentic communication (Kang, 2005) and to 
benefit from CLT (Ellis, 2004) than those with lower WTC. In essence, in order for 
CLT to be effective, learners must have WTC. However, my own experiences as an 
EFL teacher at a university in Thailand, and my anecdotal observations of students’ 
communicative behaviour during class time, revealed that it is not unusual to find 
learners who would not voluntarily speak and ask and answer questions in English. 
Obviously, if they do not take the opportunities provided by communicative activities 
in CLT, there is no other chance for them to practise and use the language. It is 
therefore important to investigate ways of increasing Thai EFL learners’ WTC in 
English.  
 
1.2 Motivation for the Study 
Given the problematic situation discussed above, Thai foreign-language teachers, as 
well as other involved parties (e.g., materials developers, curriculum designers, and 
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those involved in developing language learning and teaching policies), have been 
looking for ways to encourage more TL interaction among learners and thus improve 
their language competence and proficiency; these include the integration of computer-
assisted language learning into language instruction. The number of Thai EFL 
teachers using computer-assisted language learning (CALL) has increased and many 
Thai-based research studies (e.g., Dujsik, 2011; Worajittipol, 2010) have been 
conducted using technologies to promote learners’ TL interaction. Like CALL studies 
carried out in other EFL and English as a second language (ESL) contexts, computer-
mediated communication (CMC) in the form of online chat appears to be the most 
commonly explored tool in this regard (Lai, 2005). In addition, most of the interaction 
observed is between native speakers (NS) and non-native speakers (NNS), while the 
interaction between NNS and NNS in the TL has not been investigated sufficiently. It 
is therefore important to consider other environments conducive to TL interaction 
among learners who are NNSs of English in the Thai EFL context. With the 
increasing interest in using computer games in education, these digital technologies 
may have potential to affect the field of language education as well.  
 
The implementation of computer games in language learning and teaching has 
expanded considerably in recent CALL studies (e.g., Anyaegbu, Ting, & Li, 2012; 
deHaan, 2011; deHaan, Reed, & Kuwada, 2010; Peterson, 2010a, 2010b, 2011, 
2012a, 2012b; Ranalli, 2008; Thorne, Black, & Sykes, 2009). To date, there has been 
little empirical research investigating the effects and the use of computer games in 
foreign-language learning to increase TL interaction. In Thailand, in particular, 
educational computer games are normally used with young learners at primary level 
for teaching basic vocabulary (Intratat, 2011). However, the use of computer games to 
facilitate language learning within and outside of the language classroom at tertiary 
level is still a new phenomenon. Specifically, due to the small number of attempts to 
use and investigate computer games in Thailand, many learners, teachers, and 
researchers appear to be skeptical about the pedagogical benefits games may have for 
language learning. In my study, a commercial game Ragnarok Online
©
, one of the 
most popular massively multiplayer online role-playing games (MMORPGs) played 
in Thailand, was altered to include a number of quests for participants to complete and  
used as a form of CALL activity in their regular language course. Like other 
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MMORPGs such as World of Warcraft and Everquest, Ragnarok Online
©
 is played by 
a large number of players in a complex environment allowing a large amount of 
player interaction (see Section 4.5 for a full description of the game).  
 
Interaction plays a central role during gameplay (Bryant, 2006), especially in 
MMORPGs, because players have to exchange information, work on and solve 
problems together, and help each other in order to progress through the game and 
complete game tasks. Games in general are engaging and motivating (Prensky, 2002; 
Whitton, 2010). In addition, some particular types of games, such as MMORPGs, 
have significant characteristics and features that may reduce anxiety, promote various 
types of interaction hypothesized as beneficial for SLA (Peterson, 2010a, 2011), and 
encourage the use and the practice of the L2 in an entertaining and non-threatening 
environment (Bryant, 2006). Gameplay therefore has the potential to foster increased 
opportunities for interaction and expand learners’ exposure to the L2. In addition to 
these pedagogical benefits, games offer opportunities for investigating how learners 
interact in a complex, social environment.  
 
From a personal perspective, I was interested to investigate the role of computer 
games within my own institution, Dhurakij Pundit University (DPU). In our 
organization, English teachers are expected to help students to get exposure to and 
make use of English and to teach the language through technologies because an 
increasing number of DPU students are acquainted with the use of computers and 
electronic communication for both work and play (Vongvipanond, 2004). As an EFL 
learner and teacher, I have a passionate interest in seeing innovative use of 
technologies, especially computer games, in the language classroom. Given my past 
use of CALL activities during my seven years of teaching experience at DPU, 
however, I noticed that the use of technologies did not always lead to changes in 
learners’ use of the L2, the language learning process, and thus language acquisition. 
In response to a) DPU’s declared intention to investigate and support alternative ways 
of facilitating students’ success in language learning and to b) my enthusiasm for 
looking for ways to encourage TL interaction and to improve my professional 
competence teaching with CALL, conducting this study therefore posed an exciting 
challenge to me. 
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In a situation where learners’ opportunities for TL interaction are limited, where gaps 
in existing work should be addressed, and where enthusiasm and dedication of 
language teachers is required to solve recurring problems with learners’ interaction, I 
was motivated to undertake a study using CALL in the form of computer games to 
encourage opportunities for TL interaction among EFL learners. In particular also was 
I motivated to study an L2 pedagogy that has emphasised learner engagement in 
authentic interaction and the creation of WTC as an essential part and a fundamental 
goal of language learning and teaching, learners’ interaction, and their willingness to 
interact in English.  
  
Hypothesising that gameplay would provide a non-threatening communication 
environment, thus potentially encouraging more L2 interaction, I was therefore 
interested in EFL learners’ interaction in English within the game, especially with 
respect to the effects of gameplay on the quantity and quality of interaction. However, 
having opportunities to interact with the language does not necessarily ensure that 
learners actually or naturally engage in such interaction. If learners are not willing to 
interact with others, they will not have opportunities to practise the L2, engage in 
authentic language use, and eventually develop their own communicative competence. 
Therefore, I was also interested in investigating how these learners felt about their 
own willingness to interact with each other in English while engaged in gameplay. 
Encouraging a ‘low affective filter’ (Krashen, 1981) has been recognized as one of the 
positive qualities of gaming (García-Carbonell, Rising, Montero, & Watts, 2001). 
Thus, it was reasonable to assume that gameplay would allow learners to feel relaxed, 
engaged, and motivated, and to use the L2 in a comfortable way. If playing games is 
found to have an effect on this, it will be another beneficial part of gameplay that 
language teachers should tap into in order to encourage higher WTC levels which then 
translates into more interaction in the L2.  
 
To my knowledge, no attempt has been made to examine the effects of computer 
games on learners’ WTC in the Thai EFL setting, or indeed other EFL and ESL 
contexts. In addition, Thailand was considered a suitable context to study WTC. Since 
language education in Thailand is now placing a greater emphasis on English 
communication but is still unable to help learners to become proficient English 
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speakers even though they study the language for many years, encouraging WTC is 
imperative in the Thai EFL context because learners should be willing to use the 
language in order to improve their communication.  
 
1.3 Purpose and Research Questions 
The main aim of this study was to investigate the effects of participating in a 
computer game, focusing on MMORPGs in particular, on learners’ interaction and 
WTC in English. The particular focus was on learners of English as a foreign 
language in a Thai tertiary education context.  To achieve this, the present study posed 
the following research questions: 
 
1) How does playing computer games affect the a) quantity and b) quality of 
interaction in English of Thai EFL learners? 
 
2) How does playing computer games affect Thai EFL learners’ willingness to 
communicate in English? 
 
This study focused on the learner and was a form of  ‘pure research’ (Ellis, 2012, p. 
3), conducted in a real classroom situation. The study fell within the process-product 
paradigm; it concerned itself with the process (participation in the game), the product 
(the quantity and quality of interaction in English and levels of willingness to use the 
language for communication within the game), as well as the connection between the 
process and the product. The first research question was concerned with learners’ 
performance on the quantitative and qualitative aspects of their TL production while 
engaged in the game. The second research question, on the other hand, was concerned 
with learners’ perceptions of how they felt about how willing they were to interact 
with each other in English during gameplay. These two research questions were 
deemed important because answering them could 1) inform new understanding of 
how computer game technology influences learners’ interaction and WTC, and 2) 
encourage the application of that understanding to help learners to increase TL 
interaction and actually communicate in English beyond the classroom.  
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1.4 Research Design and Methodology Overview 
This study employed a pseudo-empirical research design with a pre-test structure in 
one intact EFL class. Participants’ typical interaction in the TL and levels of 
willingness to use the language to interact in the classroom setting were examined 
beforehand to provide baseline data. Participants were then asked to participate in six 
computer game sessions offered as CALL activities as part of the regular classroom 
course. Their interaction and WTC in English during gameplay were measured. A 
comparison between the quantity and quality of interaction and levels of willingness 
to interact in English in a traditional language classroom, and within a gaming setting, 
was finally investigated.  
 
To investigate the research questions presented above, this study used both 
quantitative and qualitative data collection and analysis methods. For the first research 
question, the analysis of the results was predominately descriptive in nature, to 
describe how participants interacted with each other in the TL. A quantitative 
approach was then employed to tabulate the amount of TL output and the observed 
frequency of occurrence of certain language features. In order to answer the second 
research question, quantitative (i.e., questionnaire results and the amount of TL 
output) and qualitative (i.e., interview findings) data were triangulated to establish 
different perspectives for the interpretation of how participants felt about their own 
WTC. Furthermore, in attempting to provide answers for these two research 
questions, participants’ interaction and WTC levels in two environments (classroom 
vs. computer game) were compared statistically, allowing me to test for significant 
differences and, in turn, the intervention effects on the quantity and quality of TL 
interaction, as well as willingness to engage in the interaction.  
 
1.5 Theoretical Influences 
As previously stated, the study put an emphasis on the use of computer games in an 
EFL classroom to investigate the effects of gameplay on learners’ interaction and 
WTC in English. The theoretical basis for this effort was influenced by, and drew 
upon, perspectives of particular SLA and learning theories. These perspectives were 
combined to play multiple roles from providing a pedagogical foundation for the use 
of computer games in language learning, formulating research questions, 
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implementing intervention, developing methodology, to explaining the research 
findings in ways that allowed me to speak to broader concerns in both language 
learning and general contexts (see Figure 1.1). 
 
The study applied a ‘game-based learning’ (GBL) approach, a learning setting 
involving the use of computer games, in order to supplement traditional language 
learning with CALL activities (and at the same time to provide learners with 
opportunities for TL interaction and development of WTC),  implemented on the basis 
of: 
 
a) Chapelle's (1998, p. 23) ‘hypotheses relevant for developing multimedia CALL’ 
(i.e., learners need to have opportunities to produce L2 output, and learners should 
engage in L2 tasks designed to maximise opportunities for good interaction),  
 
b) Zhao and Lai’s (2009, p. 403) cognitive perspective of  ‘conditions of optimal 
language learning environments’ (i.e., learners need to engage in L2 
communication tasks to have opportunities for authentic language use  and for 
practising what have been previously taught in class (Zhao & Lai, 2008), and 
learners need to work in an environment with an ideal stress/anxiety level (Egbert, 
Chao, & Hanson-Smith, 1999), 
 
c) ‘WTC’ perspective (i.e., generating learners’ WTC should be a fundamental goal 
of L2 education (Dörnyei, 2001; MacIntyre et al., 1998), and  
 
d) Theories of learning that support GBL in the context of higher education and 
influence the creation of student-centred learning environments: ‘constructivist 
learning,’ which aims at enabling learners to actively engage in the learning 
process (or actively use the language, when viewed from language learning 
perspective); and ‘collaborative learning,’ which highlights the fact that learners 
should work together, support each other, and learn from one another (either about 
task completion or language issues).  
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These principles were of particular relevance to this study because they are normally 
reflected in and supported by certain designs, characteristics, and environments within 























Figure 1.1 Putting it all together: the focus of this thesis, the research questions, and 
the use of theories 
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in SCT, known as ‘collaborative learning.’ The sociocultural perspective in SLA 
(Lantolf, 1994, 2006, 2000) makes a strong argument for the role of social interaction 
during task completion in providing learners with opportunities to practise the 
language and learn from each other as more expert learners help less expert ones to 
acquire the TL, or ‘scaffolding’ which is part of learning. This phenomenon is viewed 
as acting within the ‘zone of proximal development’ (ZPD), a concept in SCT that 
creates the conditions for language learning to occur.  
 
Using computer games could be viewed as using language learning tools for TL 
interaction encouragement because they appear to offer a range of interactions,  
including collaborative interaction (known as scaffolding as part of learning) and 
comprehensible interaction (or negotiation of meaning), among learners. It was 
apparent from the literature that characteristics of computer games, particularly 
MMORPGs, sit quite well with Vygotskian notions of learning through interaction 
and the ZPD. From a SCT perspective, gameplay could be conceptualised as a 
sociocultural activity, containing game tasks which generally allow learners to assist 
each other in the ZPD. The interaction and collaboration where learners have to work 
together, either to complete game tasks or to produce the language, should result in 
‘expert - less expert’ interaction (and possibly interaction between less expert peers, 
especially when interaction takes place among NNSs at the same level), which will 
facilitate language learning and enable learners to produce more language together, as 
predicted by SCT. 
 
The use of computer games was also influenced by the ‘affective filter hypothesis’ 
proposed by Krashen (1981). This hypothesis explains that psychological variables 
such as motivation, attitude, self-confidence, and anxiety play an important role in 
language acquisition. If learners have high motivation, positive attitude, high self-
confidence, and low anxiety, the affective filter is low and thus they are more likely to 
be successful in language acquisition. Computer games have been recognised in the 
literature to provide a low stress atmosphere, helping learners feel relaxed, confident, 
and motivated to use the TL (Anyaegbu et al., 2012; Gee, 2007; Hubbard, 1991; Z. Li, 
Liu, & Boyer, 2009; Zhao & Lai, 2009). This can facilitate lowering of the affective 
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filter and subsequently promote more communication and opportunities for learners to 
become willing to use the TL to communicate.  
 
Since SCT emphasises the importance of interaction and the way that language 
learner discourse develops through it, the theory was also applied to investigate the 
quality of interaction in the TL, which was part of the study’s first research question.  
In particular, the theory provided a framework for the discourse analysis to illustrate 
the use of language (i.e., mediating tools (Lantolf, 2000)) when participants worked 
together in class and computer game activities.  
 
Finally, the study was influenced by WTC theory, which is generally recognised to be 
important for successful language learning. In order to answer the study’s research 
question regarding learners’ WTC in English during gameplay, the theory was 
adopted to conceptualise the nature of the research problem (i.e., students’ 
unwillingness to use the TL), implementing the intervention (i.e., creation of less 
stressful learning environments to encourage WTC), collecting data (i.e., design of 
questionnaires and interview questions), and analysing them. Findings regarding the 
effects of gameplay on learners’ WTC were interpreted in the view of WTC theory, 
suggesting that when learners interact in an environment which is non-threatening and 
conducive for authentic language use, they would develop their self-perceived 
communicative competence, decrease their anxiety, and consequently increase their 
willingness to practise and use the TL. Self-perceived communicative competence, 
anxiety, and other possible variables identified in the WTC model (see Figure 2.2) 
guided the analysis of learners’ WTC in this study. In addition to WTC theory, 
interview findings were also interpreted through the lens of Vygotsky’s sociocultural 
theory to help me develop a deeper understanding of language learners and their WTC 
while engaged in computer game activities. SCT maintains that social interaction and 
contexts in which learners communicate can contribute to language development. 
Addressing the issue of learners’ development of WTC, as they engaged in social 
interaction during gameplay using the TL, within sociocultural theory was therefore 
considered useful for the study. 
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1.6 Significance of the Study 
This study is significant because it is the first attempt to provide empirical evidence of 
the effects of gameplay on EFL learners’ interaction and WTC in English, and to 
identify specific implications for the implementation of CALL in the form of 
computer games in the traditional learning and teaching process in the field of Thai 
EFL education. The findings of this thesis provide a starting point for language 
teachers interested in beginning or expanding the use of computer games in their own 
pedagogical practice. The findings should also be valuable as supportive data for other 
studies, or future plans aiming to solve the current problems in light of limited TL 
interaction opportunities for Thai university students (as noted in the beginning of this 
chapter), or indeed EFL learners in other contexts with little opportunities for 
interaction in the TL. In addition, as previously stated, most commercial games are 
used in Thailand for teaching English to young learners at primary level mainly to 
improve their vocabulary, but not at tertiary level. Therefore, innovative English 
language learning and teaching practice through the use of computer games in the 
tertiary context, to enhance other aspects of language learning, could offer a 
significant contribution. In particular, a detailed description of pedagogy and 
curriculum linked to theories has not previously been investigated.  
 
For Thai English teachers, the findings should also help raise their awareness of the 
potential benefits of new technologies and, in particular, computer games, for their 
learners. It is hoped that this awareness can prepare them to think about the 
implications for using computer games to support learning and ways to align their 
teaching with new ways of learning with, through, or around computer games. It is 
also hoped that this awareness can help develop Thai English teachers’ better 
understanding of how gaming technologies can be used to maximize their learners’ 
TL interaction, which is a primary concern of language education in a range of 
settings, and to increase learners’ WTC, which has been suggested as a crucial goal in 
L2 pedagogy (MacIntyre et al., 1998) . 
 
For CALL materials developers and designers, this study is the first attempt at 
modifying a commercial computer game for English education in Thailand, in order to 
make game tasks relevant for the learners and suitable for the intended learning 
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objectives in the syllabus. If the modification of existing entertainment games 
maximizes the opportunities for meaningful L2 interaction and the probability that 
learners voluntarily engage in such interaction, we are likely to see a substantive 
attempt at game modification for future materials development and task design in 
CALL area.  
 
The importance of this study also lies in its contribution to interaction and WTC 
research. The study is important to interaction studies because the extent of empirical 
investigation into both the quantity and quality of interaction that takes place between 
NNSs and through a new form of online platform, particularly network-based games, 
is limited. The findings might not only highlight interaction among learners during 
gameplay but also provide significant insights into how the gaming environment 
could provide more opportunities for learners to engage in authentic interaction 
beyond the classroom. The study is also important to WTC studies because previous 
research works have been investigated in the western contexts and in the settings 
where the target language is learned as a second language, which may not be 
completely applicable to Asian EFL learners. Some studies have been conducted in 
relation to the Korean (e.g., Jung, 2011; Kim, 2004), Japanese (e.g., Yashima, 2002; 
Yashima, Zenuk-Nishide, & Shimizu, 2004), Chinese (e.g., Peng, 2007; Wen & 
Clément, 2003), and Thai (e.g., Kamprasertwong, 2010; Pattapong, 2010) EFL 
contexts. They were, however, limited to exploration of variables that influenced 
WTC and relationships among variables underlying WTC, giving implications for the 
creation of less stressful learning environments to enhance WTC in general. The 
current study took a step further by translating these implications into more specific 
action to provide learners with opportunities to develop their self-perceived 
communicative competence while reducing their anxiety so that they become willing 
to take risks and use the opportunities provided to practise and use the TL. If this 
study can support that gameplay has potential for TL interaction as well as TL WTC, 
gaming technologies may be another significant part of the future of language 
education and the revolution in the field of CALL.  
 
Although the context of this investigation is the EFL classroom in Thailand, the 
findings can be applied to language classrooms in ESL settings where learners need to 
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improve their confidence or alleviate their anxiety for increased interaction and higher 
WTC levels both inside and outside the classroom. The findings will also be 
practically useful for language teachers in different settings, and applicable to a wide 
range of language educational contexts, and in exploiting the design features and 
environments offered by computer games to promote learners’ L2 interaction and 
WTC levels. In addition, the findings can make a valuable contribution to the field of 
CALL as a whole by informing different ways we can use CALL activities in the form 
of computer games to support foreign or second language learning. 
 
1.7 Organisation of the Thesis 
The thesis contains seven chapters, a reference list and appendices.  
Chapter 2 reviews the existing literature associated with the main areas of interest in 
this study. Overall, it contains three main sections. The first section deals with 
interaction in the L2, highlighting its role in language production and significant 
findings on learner interaction in CMC. The second section describes the WTC 
construct, WTC model, variables contributing to WTC, and previous attempts to 
engender learners’ WTC in the L2. The third section reviews key literature on the use 
of computer games in CALL, highlighting the potential benefits and impact of 
gameplay on SLA, motivation, interaction, and WTC. Gaps in previous studies which 
motivated this thesis are presented alongside these three sections.  
 
Chapter 3 reports on a pilot study which was conducted to fulfil four major 
objectives: a) improving the proposed research design and procedures, b) piloting 
questionnaires, c) piloting the modified version of the game, and d) determining if 
appropriate data were being collected and analyzed using designed instruments. The 
chapter presents the research design, method, and findings of the pilot study. 
Attention is also given to a discussion of modifications which had to be made to the 
main study in light of the findings obtained.  
 
Chapter 4 provides the methodology and details the way in which the main study was 
carried out. This chapter starts by restating the research questions and clarifying the 
relevant variables and concepts. The design, procedures, research context, and 
participants’ information gathered from pre-survey questionnaires are presented in 
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detail here. In addition, the chapter highlights the provision of CALL learner training 
involving four important domains (i.e., psychological preparation, technical training, 
pedagogical training, and learner strategy training), in preparation for computer game 
integration. The chapter also provides a detailed description of the game ‘Ragnarok 
Online
©’, how it was incorporated, and equipment required for its operation. The 
chapter also introduces the research instruments developed and utilized in the pursuit 
of the study aims. This chapter finally concludes with a discussion of the data 
collection and analysis methods and how these aligned with the study’s research 
questions. 
 
Chapter 5 presents the findings for the first research question ‘How does the use of 
computer games affect the a) quantity and b) quality of interaction in the TL for Thai 
EFL learners?’ The chapter contains an analysis of language data gathered during 
classroom and computer game activities, providing evidence of how participants 
interacted in the TL during class time and gameplay. Both quantitative and qualitative 
differences in learners’ interaction via the two settings are reported and analyzed.  
 
Chapter 6 explores the effects of gameplay on Thai EFL learners’ WTC in English. 
The chapter first presents questionnaire responses of how willing participants were 
when it came to communicating in English in a classroom setting and how willing 
they were when using English to communicate in a game environment. These 
responses are then compared to reveal differences in learners’ confidence, anxiety, 
perceptions about their communicative competence, and WTC levels demonstrated in 
the two settings. In addition, the chapter provides an insight into participants’ WTC in 
the game through the evidence of language production (i.e., the amount of TL output 
produced during gameplay), and interview data eliciting their communicative 
experience and perceptions of willingness to use English to interact in the game.  
 
Chapter 7 discusses the thesis findings and draws a number of conclusions. The 
chapter begins with a restatement of an overview of the thesis, including the problem, 
purpose and research questions. The chapter then summarises key findings reported in 
Chapter 5 and 6, with interpretations linked to previous and recent literature. The 
chapter then summarises key findings reported in Chapter 5 and 6, with interpretations 
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linked to previous and recent literature. This is then followed by a discussion of the 
study limitations and recommendations for future research. The chapter concludes 
with implications that can be drawn from the findings for second/foreign language 
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CHAPTER 2 
REVIEW OF RELATED LITERATURE 
 
Chapter Overview 
This chapter reviews the existing literature pertaining to the key areas of interest in 
the study. Overall, it contains three main sections. The first section deals with 
interaction in the foreign or second language (L2), highlighting its role in language 
production. It also provides an overview of significant findings from related studies 
on learner interaction in computer-mediated communication (CMC). The second 
section describes the construct of willingness to communicate (WTC), the WTC 
model, variables underlying learners’ WTC, and previous attempts to engender 
learners’ WTC in the English as a second language (ESL), English as foreign 
language (EFL), and Thai EFL contexts. The third section reviews the use of 
computer games in computer-assisted language learning (CALL), along with potential 
benefits and impact of gameplay on SLA, motivation, interaction, and WTC. Gaps in 
previous studies which motivated this thesis are presented in these three sections.  
 
2.1 Interaction  
Interaction is the term used to refer to ‘any types of two-way exchanges’ (Chapelle, 
2005, p. 54) that take place during interpersonal activity face-to-face or electronically 
between two people or between the person and the computer, and during intrapersonal 
activity within the person’s mind (Chapelle, 2001, 2003; Ellis, 1999). My study 
concerned itself mainly with interpersonal interaction between non-native speakers 
(NNSs) of English, and the term interaction was relatively broadly operationalised as 
communication between learners, either face-to-face or electronically. Interaction has 
been argued to play an important role in facilitating the language acquisition process 
(Long, 1981; Swain, 1985). Considerable attention has been paid to the role of 
interaction in relation to the conditions considered theoretically beneficial for SLA, 
such as giving learners access to comprehensible input (see Krashen, 1985), engage in 
negotiation of meaning (see Pica, 1994), notice gaps in their L2 knowledge (see 
Schmidt, 1990), obtain negative feedback about language use (see Schmidt, ibid), and 
produce output (see Swain, 1985). Reviews have been provided in a number of SLA 
studies (Ellis, 1999; Gass, 1997; Long, 1996).  
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In addition to contributing to SLA, the most suggested benefit for the role of 
interaction, especially online interaction, is its contribution to greater language 
production, which was the focus of my study. As Ellis (2005) stated, for effective 
learning to occur, it is crucial for language learners to engage in language production; 
to use the language to communicate, rather than to process language input. However, 
encouraging learners to engage in interaction using the L2 is a practical challenge for 
language teachers, particularly in foreign language settings where learners typically 
find opportunities to practise the L2 in the classroom only, and have limited or no 
opportunities for L2 use in everyday life (Barrs, 2012; Reinders & Cho, 2011). It is 
therefore important to identify environments conducive to opportunities for students 
to interact more in the L2. Most CALL studies in online interaction have been carried 
out in the field of Computer-Mediated Communication (CMC) and tend to stress its 
potential benefits for language production. I now turn to a discussion of some current 
uses of CMC in the language classroom, dealing primarily with its use to encourage 
interaction among learners, the main focus of my study.  
 
2.1.1 Computer-Mediated Communication in the Language Classroom 
CMC involves the use of computers, including networked computers, as a means of 
interaction between learners and learners, learners and teachers, or learners and native 
speakers. CMC technologies include various forms of synchronous communication, 
such as instant messages, computer-assisted classroom discussions (CACD), and chat 
rooms, and asynchronous communication, such as emails and web-based bulletin 
boards. The use of CALL in the form of CMC in traditional L2 classrooms has been 
in existence for some time and is recognised as an important tool for language 
learning and teaching (Warschauer, 1996a; Warschauer & Meskill, 2000). Practically, 
CMC (whether synchronous or asynchronous, oral or written) is said to have the 
potential to provide learners with opportunities to actively participate in 
communication using the L2 (Beauvois, 1992; Blake, 2000; Kern, 1995). The most 
commonly reported benefits of the use of CMC are the increased quantity and quality 
of the language production and enhanced positive affective variables, which are 
discussed below.  
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CMC studies have compared students’ interaction in electronic and face-to-face 
communication and found the benefits of greater learner-learner interaction, and 
consequently, increased language production, and increased amount and more 
equality of student participation (e.g., Abrams, 2003; Beauvois, 1992; Chun, 1994; 
González-Bueno & Pérez, 2000; Hartman et al., 1991; Kelm, 1992; Kern, 1995; 
Sullivan & Pratt, 1996; Warschauer, 1996a). Kern (1995), for example, described the 
use of a computer network application ‘Daedalus Interchange’ in his university 
French class to facilitate language use in learner-learner interaction. Forty students in 
two sessions of French 2 participated in seven discussion activities (50 minutes each). 
In his comparison of the language produced in electronic and face-to-face discussions 
of the same topics, he found an increase in the quantity of language production among 
the group using Daedalus Interchange over the other group that had its discussions 
face-to-face. It was found that students took more than twice as many turns, produced 
two to four times more sentences, and produced twice as many words in online 
discussions than they did in their oral discussions. It was also found that participation 
increased when students engaged in electronic discussions; all students participated in 
whole class electronic discussions whereas some students did not participate during 
oral discussions at all.  
 
Sullivan and Pratt (1996) conducted a similar study involving 38 students in two ESL 
writing settings and found that 100% of the students participated in electronic 
discussions and only 50% in face-to-face discussions. Similar results were reported by 
Kelm (1992) who found that all students in her Portuguese class participated online, 
while some students did not say anything face-to-face; and by Hartman et al. (1991) 
who found that using email helped less able students to increase TL interaction both 
with other students and the teacher. In addition, increased, active participation in 
online discussions has especially been noted among students who are less fluent in 
using the L2 (Warschauer, 1996a) and who are normally reticent (Bump, 1990), shy 
(González-Bueno, 1998), anxious (Batson, 1988; Mabrito, 1991), or reluctant (Kern, 
1995) to participate in face-to-face oral discussions. Chun (1994) pointed out in her 
study that students took the initiative more in CMC than they did in a traditional 
classroom. The evidence thus suggests that electronic communication has the 
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potential to bring about increased L2 output and more equal participation among 
language learners.  
 
In addition to an increased amount of the language produced, it has been suggested 
that online interaction creates opportunities for an improved quality of production as 
well (Beauvois, 1992; Chun, 1994; González-Bueno, 1998; Kelm, 1992; Kern, 1995; 
Kost, 2008; Lee, 2001; Smith, 2003b; Sotillo, 2000; Warschauer, 1996a). In 
particular, the production of more complex language in electronic discussions than in 
face-to-face discussions was identified in a number of studies. Warschauer (1996a), 
for example, conducted an experimental study with 16 students enrolled in an 
advanced ESL composition class at a college in Hawaii to investigate student 
participation and language complexity in face-to-face and electronic discussions. 
Students were assigned to four groups: two groups conducted discussions face-to-face 
and the other two groups electronically. With a counterbalanced, repeated measures 
design, the groups later changed discussion modes and questions. Students were given 
15 minutes for each discussion and were asked to complete a survey one week later. 
The findings showed more equal participation, use of language which is more formal 
and lexically and syntactically more complex, longer exchanges, more formal 
expressions, more verb tenses, and students being less nervous in electronic 
discussions than in face-to-face discussions. Kern (1995) also found differences in the 
characteristics of the language production in electronic and face-to-face discussions. 
His findings demonstrated that the language students produced in electronic 
discussions in French was more morphosyntactically complex than their face-to-face 
conversations.  
 
Other studies have showed that students engaging in CMC use language that covers a 
wide variety of discourse functions (Chun, 1994; Darhower, 2002; González-Bueno, 
1998; Kern, 1995; Sotillo, 2000; Y.-m. Wang, 1998), linguistic characteristics (Kern, 
1995; Sotillo, 2000), and communication strategies (Kost, 2008; Lee, 2001; Murray, 
2000; Smith, 2003b). In particular, students were found to ask more questions, request 
clarifications when they did not understand each other, use more comprehension 
checks, and engage in everyday social encounters using appropriate greetings, leave 
takings, and humour, for example. In addition, minimal use of the first language (L1) 
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during online interaction has been reported in several studies (Beauvois, 1994; Chun, 
1994; Darhower, 2002).  
 
Apart from language complexity, some studies have found greater grammatical 
accuracy in the language produced during online interaction. For example, Salaberry 
(2000) found more accurate use of past-tense verbs in written chat interactions than in 
oral face-to-face conversations; Kelm (1992) found an 80% reduction in certain 
grammatical errors in her students’ messages; and González-Bueno (1998)  found a 
higher level of language accuracy in emails students communicating in Spanish with 
their instructor than their face-to-face output. According to González-Bueno, the fact 
that students were producing short sentences with simple grammar to allow for easier, 
and more successful, self-monitoring could account for the high level of accuracy of 
the language produced in online interaction.  
 
However, the findings on the accuracy of the language produced via CMC appear 
inconclusive, as some studies have shown that students pay less attention to 
grammatical and lexical accuracy during CMC participation. For example, González-
Bueno and Pérez (2000) found no development in lexical and grammatical accuracy 
among students engaging in email exchanges, as had been observed previously 
(González-Bueno, 1998); and Kern (1995) found that students’ language in electronic 
discussion was less grammatically accurate and less cohesive. This would probably be 
caused by the synchronous nature and immediate response required in CMC and by 
the focus on meaning rather than form during online interaction. Kern therefore 
argued that networked computers might not be effective to serve the goals of formal 
accuracy (1995) and concluded that ‘computers are now most often used as a medium 
for quick, casual communication in which formal accuracy is of secondary 
importance’ (p. 83).  
 
Most findings of the studies mentioned above also suggested that CMC creates a non-
threatening atmosphere and therefore lowers affective obstacles. According to 
Beauvois (1994), Chun (1994), Kelm (1992), Kern (1995), and Warschauer (1996a, 
1997), for instance, students seem to enjoy interacting using the L2 in CMC 
environments, with some evidence of reduced anxiety, increased motivation, and 
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improved attitude. This may result in students’ increased willingness to take risks 
using the L2 to interact with each other. The motivational benefits, in particular, of 
CMC was explored by Warschauer (1996b) who conducted an international survey 
with 167 ESL and EFL students in 12 university language classes in three countries, 
Hong Kong, Taiwan, and the U.S., to investigate the effects of students’ motivation of 
using computers for writing and communication. The study found students had a 
positive attitude, claiming that their motivation was enhanced by three major factors 
in e-mail communication; that is, the feeling of enjoyment of international 
communication, the sense of personal empowerment due to the development of new 
technological skills, and the belief that communication via email assisted the process 
of language learning. The study also found that motivational benefits were heightened 
in a course in which email exchanges were integrated into its overall goals and 
structure rather than included as a marginal add-on to course activities.   
 
However, some studies have found a negative effect of the size of the group during 
online interaction on anxiety about using the L2. Beauvois (1994), for example, found 
that frustration was expressed by students when they engaged in the discussion with a 
large number of participants. Other studies (e.g., Bump, 1990; Kelm, 1992) noted that 
with large groups in online discussion, the conversation could produce a large body of 
text, thus making it difficult for students to keep up with it. Warschauer (1997) 
referred to this disadvantage as ‘information overload,’ a situation in which learners 
become overwhelmed with the number of messages. Having many small 
conversations (Beauvois, 1992) and limiting the size of each group to no more than 
four or five people (Bump, 1990) were recommended in order to overcome this 
problem.  
 
In addition to increased quantity and quality of the language production and enhanced 
positive affective variables, additional benefits reported in existing studies of the use 



























Figure 2.1 Potential benefits of using CMC in the L2 instruction 
 
While CMC has become a popular tool allowing for more interaction, negotiation of 
meaning, and benefits in language acquisition and affective domains, there has been a 
dramatic increase in the use of networked (and new online) technologies in language 
education. Such increase has been recognised to facilitate improved opportunities for 
more effective online interaction and online (intercultural) exchange (see Dooly & 
O'Dowd, 2012; Guth & Helm, 2010; O’Dowd, 2007 for overviews, discussions, and 
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Telecollaboration activities, which integrate emerging Internet communication tools 
such as social networking, Web 2.0, and 3D virtual environments to engage language 
learners (in different geographical locations) in social interaction, dialogue, debate, 
intercultural exchange, and collaboration (O’Dowd, 2007), have been found to be 
increasingly implemented in innovative teaching practices. In general, research on the 
use of telecollaboration in L2 education has confirmed its contribution to learners’ 
development of different aspects of language learning. A study by Thorne (2010), for 
example, looked at the contribution of telecollaboration to ‘intercultural turn’ (i.e., its 
focus on language as a resource for developing significant interpersonal relationships) 
in language learning. He also explored the opportunities that the social media 
environments, such as fan-fiction communities, and online gaming environments, 
such as World of Warcraft, could offer for ‘intercultural communication in the wild’, 
situated in social activity that is outside of educational settings and is less controllable 
than classrooms. He provided anecdotal evidence for language learning taking place 
in these environments, and argued that the richness and variety of experiences could 
be harnessed by language educators through a pedagogical approach called ‘bridging 
activities’. This approach is designed to make genres of language specific to Internet 
and social media environments the object of analysis in the language classroom.  
 
In language learning contexts, maximizing L2 use for meaningful and effective 
interaction, both inside and outside of the classroom, is a primary concern to language 
teachers who aim to develop their learners’ communicative competence. However, 
learners should not only be given opportunities to interact in the L2, but they should 
also be willing to make use of these opportunities because ‘a lack of willingness 
inhibits effective interaction and language production’ (Freiermuth & Jarrell, 2006, p. 
190). Willingness to communicate (WTC) has attracted recent attention in L2 research 
(Ellis, 2004). It has been argued as an important concept in describing, explaining, 
and predicting individual’s L2 communication (MacIntyre et al., 1998), as well as a 
key element to determine a successful L2 learning process and acquisition 
(MacIntyre, 2007). The concept is discussed below.  
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2.2 Willingness to Communicate in the Second or Foreign Language 
WTC as a SLA concept emerged from the earlier work on unwillingness to 
communicate (see Burgoon, 1976), predispositions toward verbal behaviour (see 
Mortensen, Arntson, & Lustig, 1977), and shyness (see McCroskey & Richmond, 
1982). When originally introduced in L1 communication by McCroskey and Baer 
(1985), WTC was primarily concerned with trait-like predisposition which remains 
stable within an individual over time, and across communication situations and types 
of receivers. From this perspective, WTC was conceptualized as ‘the probability of 
initiating communication, given the opportunity’ (McCroskey & Baer, 1985, p. 420).  
 
However, when later applied in the L2 communication, WTC was used to explain that 
communicative competence alone is not necessarily sufficient to allow learners to 
communicate effectively in the L2, but a number of individual and situational 
variables also influence their tendencies to initiate or engage in L2 communication 
(MacIntyre et al., 1998). Therefore, WTC in the L2 was not only conceptualized as a 
trait, but also a state level which is changeable across situations. From this 
perspective, MacIntyre and his associates presented a conceptualization of WTC in 
the L2 as ‘a readiness to enter into the discourse at a particular time with a specific 
person or persons, using a L2 [second language]’ (p. 547). Kang (2005) focused on 
the dynamic nature of WTC and further proposed a definition of WTC in the L2, 
specifying that this readiness to engage in L2 communication ‘can vary according to 
interlocutor(s), topic, and conversational context, among other potential situational 
variables’ (p. 291).  
 
2.2.1 Willingness to Communicate Model 
In their adaptation of WTC to L2 communication contexts, MacIntyre and his 
colleagues (1998, p. 547) developed a heuristic model (see Figure 2.1) to account for 
variables that might have an impact on individuals’ WTC in the L2 and eventual use 
of that language. The authors proposed that WTC in the L2 is subjected to various 
linguistic, communicative, and psychological variables with situational influences 
(Layer I, I, III) and enduring influences (Layer IV, V, VI). As learners move up the 
pyramid, they will feel more ready to communicate and actually make use of the L2. 
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At the top of the pyramid, which is regarded as the final step before starting to 
communicate in the L2, the first three layers (communication behaviour, behaviour 
intention, and situated antecedents) are composed of situation-specific influences (L2 
use, willingness to communicate, desire to communicate with a specific person, and 
state communicative self-confidence), which are viewed as transient and dependent on 
the time and place in which they occur. WTC is therefore measured via these 
influences. At the bottom of the pyramid, it proposes three layers (motivation 
propensities, affective-cognitive context, and social and individual context) of 
enduring influences based on six variables: interpersonal motivation, intergroup 
motivation, self-confidence, intergroup attitudes, social situation, communicative 
competence, intergroup climate, and personality. Compared with the top of the 
















Figure 2.2 Heuristic models of variables influencing WTC  
From “Conceptualizing Willingness to Communicate in a L2: A Situational Model of L2 
Confidence and Affiliation,” by Peter D. MacIntyre, Zoltán Dörnyei, Richard Clément, and 
Kimberly A. Noels, Modern Language Journal, 82(4), p. 547.  Used with permission from 
John Wiley and Sons. 
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MacIntyre et al.’s model clearly provides an in-depth overview of the individual and 
contextual variables underlying WTC through its multi-layered construction, and their 
model is commonly cited in the WTC literature. Many studies (e.g., Baker & 
MacIntyre, 2000; Clément et al., 2003; Peng, 2007; Wen & Clément, 2003; Yashima, 
2002; Yashima et al., 2004) have been conducted in relation to the pyramid model in 
various learning contexts and from both quantitative and qualitative measures, and 
more recently and frequently, a combination of the two approaches. Overall, they 
have revealed compelling findings that generally supported or were consistent with 
the model, particularly in terms of identification of variables that influence L2 WTC 
and correlation of WTC with various variables. The section that follows discusses the 
most significant variables in the pyramid model which have been convincingly shown 
in past studies to strongly predict L2 WTC.  
 
2.2.2 Variables Contributing to Learners’ WTC in the L2 
L2 learners may be willing to communicate for a variety of reasons. Among the 
affective and individual differences variables in the pyramid model, communication 
anxiety, self-perceived communicative competence, motivation, and personality have 
been shown to play a significant role in generating or reducing individuals’ tendencies 
to communicate in the L2. 
 
Communication Anxiety and Self-Perceived Communicative Competence  
Communication anxiety and self-perceived communicative competence have been 
examined for many years and have been indicated as two of the best predictors of 
learners’ WTC in the L2 (Baker & MacIntyre, 2000; Clément et al., 2003; MacIntyre, 
1994; MacIntyre, Baker, Clément, & Conrod, 2001; MacIntyre & Charos, 1996; 
Yashima, 2002). Communication anxiety corresponds to the level of fear or anxiety 
associated with real or anticipated communication (McCroskey, 1977), and in 
language learning is also known as language anxiety (see Horwitz, Horwitz, & Cope, 
1986). Certain language classroom situations (Horwitz et al., 1986), classroom 
activities (Young, 1990), and environments (Palacios, 1998) might be stressful to 
learners. The anxiety experienced during class time has been found to have a 
detrimental effect on many aspects of language learning and production (Horwitz, 
2001; Horwitz et al., 1986; MacIntyre & Gardner, 1991, 1994; Onwuegbuzie, Bailey, 
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& Daley, 2000). With respect to WTC, anxiety associated with learning and using the 
L2 has been shown to contribute to low levels of WTC (Chu, 2008; MacIntyre, 1999; 
MacIntyre, Babin, & Clément, 1999; McCroskey, 1991). In other words, learners who 
experience high levels of anxiety about L2 communication are likely to choose to 
remain silent and be unwilling or less willing to participate in it.  
 
A number of quantitative studies (e.g., Atay & Gokce, 2007; Baker & MacIntyre, 
2000) have consistently showed a negative correlation between L2 communication 
anxiety and L2 WTC. A recent study by Atay and Gokce (2007), for example, 
examined how variables in the pyramid model, such as perceived L2 competence, 
communication anxiety, communication frequency, and desire to learn English, would 
predict L2 WTC in the Turkish EFL context (n = 58). Based on questionnaire results, 
the authors found that L2 communication anxiety correlated negatively, while 
perceived L2 competence, L2 communication frequency, and desire to learn English 
correlated significantly with learners’ willingness to use English both inside and 
outside the classroom.  
 
Self-perceived communicative competence is the belief that an individual has an 
adequate ability to communicate in the L2 successfully (McCroskey & Richmond, 
1990). Individuals’ perceptions of competence might be more important than 
individuals’ actual competence in order to decide whether to communicate; therefore, 
perceived communicative competence is believed to directly determine his/her WTC 
level (Baker & MacIntyre, 2000). That is, learners who perceive themselves as 
competent in communicating are likely to be more confident when interacting with 
others using the L2, and thus more willing to initiate or engage in L2 communication 
(MacIntyre, 1994). A positive correlation between self-perceived communicative 
competence and L2 WTC has been found in empirical studies (e.g., Lu & Hsu, 2008; 
Peng, 2007; Yashima, 2002), indicating that learners are more willing to communicate 
in the L2 when they perceive themselves competent to do so.    
 
Many studies have been conducted to investigate relationships between L2 WTC and 
communication anxiety and perceived communicative competence. In general, the 
combination of a low level of anxiety about L2 communication and a sufficient level 
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of perceived communicative competence (defined as self-confidence) has been found 
to be a strong predictor of WTC in the L2 (Clément et al., 2003; Compton, 2004b; 
Hashimoto, 2002; MacIntyre, 1994; MacIntyre, Baker, Clément, & Donovan, 2003; 
MacIntyre & Charos, 1996; Peng & Woodrow, 2010; Yashima, 2002). These 
consistent findings indicate that learners who experience a lower level of 
communication anxiety and have a higher perception of their communicative 
competence tend to be more willing to enter into L2 communication. 
 
Motivation 
Motivation is another significant variable that has been found to be closely related to 
L2 WTC. Research has showed that learners with higher levels of motivation are 
more willing to engage in L2 interaction than those with lower levels of motivation 
(e.g., Cetinkaya, 2005; Hashimoto, 2002; MacIntyre et al., 2001; Peng, 2007; Peng & 
Woodrow, 2010; Yashima, 2002). MacIntyre et al.’s (2001) study examined how 
motivation affected WTC among 79 students in a L2 French immersion programme in 
four macro skills: listening, speaking, reading, and writing. Correlation analysis 
indicated that there was a positive correlation between motivation for language 
learning and WTC, both inside and outside the classroom contexts. Hashimoto’s 
(2002) study with 56 Japanese undergraduate and graduate students in a university in 
Honolulu provided similar evidence. It was found that students who had greater 
motivation to learn the language were more willing to use the language and engaged 
in L2 communication more frequently in the classroom. Hashimoto’s findings 
therefore suggested that motivation affected WTC directly. Likewise, Yashima (2002) 
showed that among 389 Japanese university students, motivation exerted crucial 
influence on self-confidence in L2 communication, which, in turn, led to increased L2 
WTC. Her findings also revealed that motivation and WTC affected L2 
communication frequency. In addition, by adapting the WTC scale from MacIntyre et 
al. (2001) to measure the effects of motivation on WTC, and by employing the 
Attitude/Motivation Test Battery from Hashimoto (2002) to measure integrative 
motivation among 174 Chinese university students in an intensive English 
programme, Peng (2007) found that motivation was the strongest predictor of WTC, 
and that integrative motivation accounted for a small proportion of variation in L2 
WTC. As attitudes toward learning situations were not found to predict L2 WTC, 
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Peng identified motivation as an important stimulus for both L2 learning and L2 
communication in an EFL context.  
 
Personality 
Certain personality traits may facilitate or inhibit individuals’ communication 
behaviour and the degree of WTC in the L2. The Big Five personality dimensions: 
extraversion, agreeableness, conscientiousness, neuroticism, and openness to 
experience, emerged as a robust framework for describing human personality (see 
Costa & McCrae, 1985). Not surprisingly, extraversion has been the trait of primary 
interest and most frequently investigated in WTC studies because it is usually 
desirable in language learning contexts that focus on communication (MacIntyre & 
Charos, 1996). To be precise, extraverts are typically sociable, energetic, talkative, 
optimistic, and assertive, and thus would be expected to be more likely to take risks in 
using the L2 and feel willing to engage in L2 interaction in order to improve their 
mastery of the language. Research has confirmed this assumption, showing that 
extroverted students tend to more positively regard their communicative competence, 
which, in turn, results in higher WTC (Cetinkaya, 2005) and more frequent L2 
communication (MacIntyre & Charos, 1996), while introverted students were found to 
demonstrate the opposite tendency (McCroskey, 1991).  
 
In addition to these five broad personality traits, other personality traits, including 
shyness, reticence, risk taking, tolerance of ambiguity have been found to play a 
major role in affecting the differences in levels of WTC, particularly when it comes to 
Asian L2 learners. For example, Chu (2008) examined the interrelationship among 
shyness, L2 learning strategy use, L2 learning motivation, foreign language anxiety, 
and WTC among 364 Chinese university students in an EFL classroom by employing 
questionnaires. The study found a negative correlation between shyness and learning 
strategy use and degree of WTC, indicating that students who perceived themselves as 
shy used learning strategies less often and were less willing to communicate in both 
Chinese and English than their non-shy counterparts.  
 
In summary, previous studies a) lend support to MacIntyre, et al.’s pyramid model, in 
terms of the variables in the model that could explain and predict L2 WTC, and b) 
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provide evidence for the applicability of the model across different contexts. 
However, other studies have devoted a great deal of attention to explore other 
variables not included in the model which language teachers should take into 
consideration in different language learning contexts. Generally, classroom 
environments, learning contexts, certain attitudes, gender and age, and cultural factors 
are additional variables that have been recently shown in the literature to directly or 
indirectly influence L2 WTC. These variables are presented below.  
 
Classroom environments 
In contexts where English is used and learnt as a foreign language, the language 
classroom is essential for learners to practise and use the L2, and so the role the 
classroom environment plays in L2 WTC has recently received considerable attention. 
Overall, key findings suggest that classroom environmental variables, such as 
content/topics, context, interlocutors (i.e., the number of interlocutors), group size, 
task type (i.e., pair or group work), teacher support, cultural background, and 
classroom climate, should be considered as influencing L2 WTC. 
 
Kang (2005) reports a qualitative study conducted in a conversation class at a 
university in the United States in which four Korean male students were paired with 
native speaker tutors and analysis took place of videotaped conversations, interviews, 
and stimulated recalls, collected over a period of eight weeks. These were used to 
identify psychological factors (i.e., security, excitement, and responsibility) as 
antecedents to WTC. It was found that these students felt secure and excited to use 
English when they were familiar with the topic and felt responsible to talk about the 
topics that a) were perceived to be useful, b) that they themselves introduced, and c) 
that they were more knowledgeable about. It was also found that security, excitement, 
and responsibility to use English were shaped by the familiarity with the interlocutor 
and the expression of interest and attention of the interlocutor. In addition, Kang 
found that students felt more willing to talk as the conversation continued and when 
they were asked for more information and needed to clarify misunderstanding during 
conversation. However, all the students in this study reported feeling less willing to 
speak in English when the number of participants in the conversation increased, when 
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the interlocutor shared the same L1 and was more fluent in English, and when they 
experienced difficulties producing and comprehending a message 
 
Cao and Philip (2006) were also interested in learners’ WTC in instructional contexts. 
In interviews conducted with individual learners, it was found that group size, self-
confidence about the task, familiarity with interlocutors and topics, interlocutor 
participation in the conversation, cultural background, and medium of communication 
were perceived by eight ESL students in New Zealand as having an impact on their 
WTC and classroom participation. Similar to Kang’s (2005) findings, students’ 
greater willingness to engage in L2 communication was found to be mediated by a 
small number of interlocutors in the conversation and interest in and knowledge about 
the topics of discussion. Subsequent studies by Cao (2006, 2011) also supported the 
previous findings, showing that task topic, task type, interlocutor, teacher, group size, 
and linguistic factors were important variables contributing to changes in learners’ 
WTC in the L2 classroom. Peng’s (2007) large-scale study with 118 Chinese 
university students in the EFL classroom context suggested that classroom contextual 
variables, including class environments, class organization, teacher support, and group 
cohesiveness, exerted direct influence on L2 WTC in the classroom. A more recent 
study by Peng and Woodrow (2010) supported Peng’s (2007) previous study, 
reporting that classroom environments directly influenced WTC, communication 
confidence, and learner beliefs. Their findings also suggested that an engaging 
environment has the potential to foster WTC.  
 
In Compton’s (2007) small-scale qualitative study of four international teaching 
assistants studying in an ESL class in a university in the United States, she examined 
the impact of classroom climate on WTC and concluded that content and context were 
two important factors that affected WTC levels of her participants and their 
participation in the language classroom. Specifically, Compton found that the 
participants were more willing to participate in class discussions and conversations in 
English when they had enough knowledge of shared field-specific content or when 
they felt confident about their language competence. Compton’s further analysis 
showed that her participants’ WTC was also affected by international posture, or 
general attitudes toward the international community, and cultural factors.  
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While some studies have examined the influence of variables specific to the L2 
classroom context on students’ WTC, other recent empirical studies (House, 2004; 
Léger & Storch, 2009) have focused on learners’ perceptions of their WTC in the L2 
classroom. House (2004) made one of the first attempts to enable learners’ 
perceptions of WTC in class to be articulated and heard. He asked six ESL learners to 
report their experiences over a five-week period and how perceptions of these 
experiences influenced their WTC in the language classroom. Through learners’ 
diaries and interviews, it was found that L2 WTC in class was influenced by whether 
learners took opportunities they perceived as suitable for actual L2 communication. It 
was also found that perceived politeness, the presence of the opposite sex, mood, and 
the topic of discussion were minor factors affecting L2 WTC. Other significant 
findings were presented in Léger and Storch’s (2009) study investigating 32 French 
(L2) students’ perceptions of WTC in the L2. Data collected through self-assessment 
questionnaires indicated that learner’ perceptions of the speaking activities and of 
themselves as learners in the classroom affected their L2 WTC in class. Overall, as 
their self-confidence increased over time, their willingness to use the L2 in class 
increased, too. The authors also highlighted the benefits of self-assessment 
questionnaires in helping learners to monitor and adjust their perceptions of their 
speaking abilities, which may then lead to an increase in WTC.  
 
Learning contexts 
Some learning contexts, including immersion and other intensive learning 
experiences, have been shown to be positively related to students’ anxiety about 
communication, perceived communicative competence, and as a result, WTC (Baker 
& MacIntyre, 2000; Lu & Hsu, 2008; MacIntyre, Baker, Clément, & Donvan, 2002; 
MacIntyre et al., 2003; MacIntyre & Charos, 1996; Yashima et al., 2004). Immersion 
refers to the experiences of staying in a specific cultural or language learning 
environment. Studies by Baker and MacIntyre (2000) and MacIntyre et al. (2003) 
compared French immersion versus non-immersion students who were native 
speakers of English and were studying French as an L2 in Canada. It was found that 
high school and university students with intensive or immersion experience displayed 
lower language anxiety, higher perceived communicative competence, higher WTC in 
the L2, and more L2 communication frequency than their non-intensive or immersion 
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counterparts. It was also found that anxiety was a better predictor of WTC in 
immersion contexts where use of the L2 and expectation and pressure to perform in 
the L2 were high, while perceived competence had a stronger influence on WTC in 
non-immersion contexts because chances to use the L2 were limited (Baker & 
MacIntyre, 2000; MacIntyre et al., 2003). As indicated by MacIntyre and his 
colleagues (2003), immersion experiences provide students with greater opportunities 
for L2 contact and authentic language simulation necessary to master their 
communication in the language and thus have an effect on their L2 WTC.  
 
Attitudes 
Attitudinal constructs that are not presented in the model but found to contribute to 
WTC in different language learning contexts include attitudes toward tasks and 
attitudes toward international communities.  
 
The importance of learners’ attitudes toward class activities and tasks in explaining 
learners’ WTC has been highlighted in many WTC studies. Dörnyei and Kormos 
(2000), for example, found that 46 young Hungarian L2 learners’ WTC in the 
classroom was influenced by their attitudes toward communicative language tasks. 
The results obtained from questionnaires and transcripts of the language produced 
during tasks showed a more positive correlation between the degree of WTC and the 
amount of L2 used among learners with positive task attitudes than those who 
expressed unfavourable attitudes toward the task they were asked to perform. In 
addition, the authors found that this attitudinal factor showed a strong relationship 
with task performance in ways that students who had a favourable disposition toward 
the task tended to participate in the L2 tasks more actively than those with 
unfavourable attitudes. It was also found that pairing affected attitudes toward both 
the task and task performance. That is, students with low task attitudes performed in 
the L2 significantly better when working with a partner who demonstrated high task 
attitudes.  
 
General attitudes toward the international community (also known as international 
posture) were introduced by Yashima (2002) and Yashima, Zenuk-Nishide, and 
Shimizu (2004) in an attempt to examine the direct influence of this attitudinal 
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construct on motivation and WTC in foreign-language contexts. According to 
Yashima (2002), international posture includes ‘interest in foreign or international 
affairs, willingness to go overseas to stay or work, readiness to interact with 
intercultural partners, and one hopes, openness or a non-ethnocentric attitude toward 
different cultures’ (p. 57). Through the examination of the relationships among 
motivation, self-confidence, international posture, and L2 WTC, the findings 
suggested that Japanese EFL learners with higher international posture appeared to be 
more motivated to study English and more willing to attempt communication in the 
target language. Interestingly, higher WTC demonstrated by these students resulted in 
more frequent communication in the L2, too.  
 
Yashima et al. (2004) carried out a follow-up study and further elucidated that when 
Japanese ESL learners were interested in international affairs, occupations, and 
activities, their WTC appeared to be higher. That is, more English use in class and 
higher frequency in asking questions or talking to teachers outside class were 
observed even if they did not have much contact with foreigners. A similar conclusion 
was drawn in a recent WTC study by Aubrey (2010) who showed that Japanese EFL 
learners who expressed high levels of international posture, especially in terms of an 
interest in international affairs and intercultural communication, became more willing 
to participate in class. International posture was shown to be a direct predictor of 
WTC and communication behaviour of the Japanese EFL learners participating in 
these three studies.  
 
Gender and Age 
Gender and age are other two variables shown to be related to WTC and 
communication in the L2. MacIntyre et al.’s (2002) study of 268 students in a French 
immersion programme in Canada examined the effects of gender and age on variables 
underlying L2 WTC, including anxiety, perceived communicative competence, 
frequency of L2 communication, attitudes, and motivation, at each grade level. 
Generally, differences based on gender were evident in WTC and anxiety. Based on 
self-report data, females displayed more WTC and experienced less anxiety about 
communicating than male counterparts as they aged or progressed through the 
programme. In addition, a significant correlation among the measured variables was 
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identified; learners with positive attitudes and motivation tended to be more willing to 
communicate, had greater perceived competence, communicated in the L2 more 
frequently, and had lower anxiety about communicating. The findings in relation to 
the influence of gender were confirmed by Peng (2007), who also found that female 
learners exhibited higher WTC than male learners.  
 
Cultural factors 
Cultures shape individuals’ communication behaviours (Samovar & Porter, 2003). 
Some cultural factors are therefore expected to impact on the level of L2 WTC to 
different degrees, particularly when it comes to Asian EFL contexts including China, 
Japan, and Thailand. Learners from these contexts are normally viewed as inactive 
when it comes to L2 communication, which has drawn much research attention to 
their cultural influence on their learning and communication behaviours as well as 
WTC.  
 
In the Chinese context, for example, it has been suggested that two common aspects 
of interpersonal communication play an important role in education: other directed-
self (such as face-protected orientation and the insider effect) and submissive ways of 
learning. These have been suggested to have an impact on L2 WTC in and out of class 
(Peng, 2007; Wen & Clément, 2003). Chinese learners are less likely to engage in L2 
interaction to avoid risk of losing face in the presence of significant others and to 
submit to the teacher. Wen and Clément (2003) expressed concern over low L2 WTC 
tendencies among Chinese EFL learners. They suggested that care must be taken 
when applying MacIntyre, et al.’s model, which is principally related to the western 
world, to other cultures. Accordingly, they presented a cultural-oriented model of L2 
WTC by amending the original WTC model to reflect more closely the Chinese EFL 
context. In their proposed model, variables that would mediate a desire to 
communicate (Layer 3) and WTC (Layer 2), including group cohesiveness and 
teacher support as well as personality or cultural traits such as risk-taking and 
tolerance of ambiguity, were added.  
 
Drawing on MacIntyre et al.’s (1998) model and Wen and Clement’s (2003) cultural-
oriented model to examine variables contributing to WTC in L2 among 45 Thai 
 LITERATURE  39 
university EFL students, Pattapong (2010) found that cultural factors, including Thai 
values and tolerance of ambiguity, were related to students' unwillingness to 
communicate in English in the classroom. In addition, the culture of teaching 
practices in Thailand that emphasises ‘controlling’ the learning experience was found 
to exert a negative effect on learners’ WTC in the classroom. Congruent with what 
Wen and Clément (2003) and Peng (2007) mentioned about face concerns in Chinese 
contexts, Thai language learners in this study demonstrated low willingness to 
communicate their knowledge and ask questions to a native English speaking teacher 
because they did not want to lose face in front of their peers. Overall, the findings of 
this study highlighted the significance of cultural orientation on students' L2 WTC 
and interaction behaviours, which should be considered by teachers when designing 
classroom environments.  
 
Another study related to the Thai context was conducted by Kamprasertwong (2010) 
who investigated differences in the degree of WTC between cultural groups (i.e., 
Dutch, Chinese, and Thai). As predicted, the findings suggested that the Thai samples 
displayed the lowest WTC compared to the Dutch and the Chinese. Apart from 
situational variables (e.g., unfamiliarity with topics and interlocutors), the author 
explained that low WTC in L2 speech among Thai participants was affected by Thai 
cultural orientation in terms of personality traits (e.g., being shy and introverted), 
cultural values (e.g., considering interruption during a conversation impolite), and the 
culture of learning (e.g., valuing respect for and submission to the teacher). However, 
this explanation was quite subjective and based on the researcher’s own interpretation. 
More empirical support from an appropriate investigation done from an L2 learning 
and teaching perspective and a robust statistical method with larger samples is 
therefore needed.   
 
The studies mentioned above claimed positive effects of WTC on L2 learning and 
acquisition. In general, they indicated that L2 learners with high levels of WTC are 
more likely to benefit from communicative language teaching (Ellis, 2004), interact in 
the L2 more frequently (Clement, et al., 2003; MacIntyre & Charos, 1996; Yashima, 
2002; Yashima, et al., 2004), have more potential to practise in the L2 (MacIntyre, et 
al., 1999; MacIntyre, et al., 2001; Peng & Woodrow, 2010), more inclined to take 
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risks using the L2 to communicate (Oxford, 1997), have more opportunities for 
authentic L2 use, became more active and autonomous learners (Kang, 2005), acquire 
higher levels of language fluency (Derwing, Munro, & Thomson, 2008), generally 
achieve greater language proficiency (MacIntyre, et al., 2001; MacIntyre, et al., 1998; 
Yashima, 2002), and, as a result, show more improvement in communication skills 
(Yashima, et al., 2004). Accordingly, engendering WTC in the L2 has been suggested 
by scholars such as MacIntyre et al. (1998) and Dörnyei (2001) as a crucial goal in 
modern L2 pedagogy, which will have implications for education. In the subsection 
that follows, studies conducted in an attempt to increase learners’ WTC are discussed.   
 
The aforementioned studies have identified a variety of potential variables that 
influence WTC in the L2. However, the discovery of additional variables which are 
not included in MacIntyre, et al.’s (1998) heuristic model can imply that the model is 
not sufficient to explain all antecedents of WTC and to be applied to all language 
learning contexts. Consequently, care and some modification of the original pyramid 
model are necessary before applying it to particular L2 environments to make 
interpretation appropriate to the contexts and provide new directions for future WTC 
research.  
 
2.2.3 Engendering Willingness to Communicate 
A language program that is able to engender WTC among its students can be 
considered successful. Consequently, recent research has pointed to instructional 
strategies, specific learning environments, and tasks conductive to the fostering of 
WTC. Noon-ura (2008), for example, provided examples of practical strategies to 
help students develop their WTC in the L2 in the classroom. These include enabling 
students’ interest in L2 affairs and cultures, creating a safe environment which 
reduces students’ anxiety and boosts their confidence in using the L2, building on 
students’ knowledge, having students complete tasks in pairs to prepare themselves 
before working in a large-group setting, using authentic materials, and providing 
different kinds of activities and tasks. Other studies (Yashima, 2002; Yashima, et al., 
2004) have indicated that international posture predicted L2 WTC, thus suggesting 
that using materials that raise learners’ awareness of international affairs in L2 
learning could be effective in enhancing WTC in EFL learners.  
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Pattapong (2010) showed that giving feedback and prompts, creating alternative 
environment, and clarifying for understanding are teacher characteristics that can 
encourage learners’ WTC in class. Cao (2006) also stressed that teachers can help 
maximize learners’ WTC in the L2 by deliberately choosing tasks that will motivate 
and engage learners. However, as learners’ attitudes toward tasks and activities can 
influence their WTC in the classroom, Dörnyei and Kormos (2000) suggested that in 
order to enhance students’ WTC, it is important that teachers ensure their students 
hold positive attitudes to the language tasks they are asked to perform.  
 
Kang’s (2005) findings suggested that in order for students to be willing to interact in 
class using English, teachers should ‘provide the factors facilitating WTC as much as 
possible, instead of focusing on one factor at the expense of other facilitating factors’ 
(p. 290). In response to this, Aubrey (2010, 2011) investigated several important 
factors teachers should consider and can manipulate to improve students’ WTC and 
encourage meaningful interaction during class. The author found that by cultivating 
group cohesiveness, lowering students’ anxiety, making the lesson topic interesting 
and relevant to students, facilitating student acceptance of the communicative 
language teaching approach, and instilling an international posture in students, 
students exhibit higher WTC and are more likely to participate in class.   
 
In Wang’s (2011) small scale study carried out with a Year 7 Japanese language 
classroom in New Zealand, she provided some preliminary evidence that task-based 
language teaching (TBLT) could facilitate WTC. In a series of five task-based lessons 
over seven weeks, it was found that learners who had been reluctant to use Japanese 
in class use more Japanese both during the task and outside of the context of working 
on the task and a greater willingness to respond in the target language to teacher 
questions. The interview findings also suggested that the tasks appeared to reduce 
learners’ communication anxiety and thus developed their perceived communication 
competence. Interestingly, these learners reported that they had ‘fun’ while playing 
games, suggesting that the ‘fun’ aspect could contribute considerably to their WTC.  
Many studies (e.g., Cao, 2006; Compton, 2004a; Lu & Hsu, 2008) showed the 
importance of creating a supportive communication environment that lowers students’ 
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anxiety levels while increasing their self-perceived communicative competence to 
generate greater WTC and thus increased L2 interaction. Technology, and in 
particular CMC has been widely investigated as a source of creating this desired 
atmosphere. Compton (2004b), for example, revealed that chatting helped students to 
feel confident and, in consequence, willing to participate orally in class discussions. 
However, the impact of chat on WTC varied from learner to learner and was 
dependent on a number of factors, particularly the topics of discussion and the 
attitudes of their partners. Chat transcripts of these students indicated that some 
showed a high level of WTC as they made a lot of contributions in both number of 
words and turns. In addition, journal entries by some students, especially those with 
low levels of oral proficiency and low sate communicative self-confidence, indicated 
that chatting helped them to feel more prepared and organize their ideas, thus leading 
to improved perception of their communicative competence and confidence before 
participating in a speaking task.   
 
A study by Jarrell and Freiermuth (2005) also examined the use of Internet chat in the 
language classroom as a means of interaction and a medium to motivate learners and 
increase their WTC. The authors revealed that the majority of their students preferred 
chat to face-to-face interaction and that they were generally motivated to 
communicate in English using Internet chat. They also concluded that chat was a 
potentially motivating tool because it appeared ‘to increase students’ WTC’ (p. 70). In 
a related study, Freiermuth and Jarrell (2006) further explored the use of chat as a 
means to complete tasks in small groups and investigated the effects the tool had on 
Japanese university students’ WTC through a comparison with students solving the 
same tasks in face-to-face settings. Consistent with previous research in CMC (Kelm, 
1992; Kern, 1995; Warschauer, 1996a), the results of this study showed the benefits 
of chat on increasing students’ intrinsic motivation and reducing their anxiety and 
inhibition to communicate in the target language. That is, data gathered from the post-
test questionnaire and an analysis of the discourse produced by students showed that 
the majority of students who participated in this study produced a greater amount of 
language output, experienced more intrinsic motivation to communicate in English 
and less anxiety about communication, and, importantly, were more willing to 
communicate as a result of using chat in class. 
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Similar results were reported in a more recent study by Kissau, McCullough, and 
Pyke (2010). Six post-secondary students in the study completed an online course in 
French. A questionnaire showed that they did not appear to perceive themselves to be 
less anxious or more confident in their abilities to communicate in French than at the 
beginning of the course. Although their questionnaire results were inconclusive and 
nonsignificant due to the small sample size, the researchers found a steady increase in 
students’ language output during the course. In addition, the interview data did give 
convincing evidence that students felt the online environment had helped to reduce 
their L2 anxiety, increased their perceived competence, and encouraged their 
continuous active participation in French. These results were irrespective of students’ 
proficiency levels; both non-native and heritage learners had similar experiences 
 
Although CMC appears to be helpful in increasing WTC, certain conditions need to 
be provided by the instructor for this to occur. Compton (2004a, 2004b), for example 
showed that it is important that teachers provide their students with adequate 
constructive input on the chat sessions to keep them on task and prepared to share 
their ideas in class. The nature of the chat tasks also needs to be carefully considered, 
with those tasks involving an authentic need for communication generally being more 
successful. Finally, learners’ input on the tasks and their attitudes to the use of 
technology for speaking practice need to be carefully considered. Designing tasks 
carefully and providing clearly defined task objectives have also been found to be 
important to ensure the successful application of CMC in enhancing students’ WTC 
(Freiermuth & Jarrell, 2006; Jarrell & Freiermuth, 2005).  
 
In summary, it can be seen that WTC research is still limited to exploration of 
variables underlying L2 WTC and relationships among different variables and L2 
WTC, giving implications for the creation of less stressful learning environment to 
enhance L2 WTC, in general. A small but growing body of research has paid attention 
to translating these implications into actions to help learners be willing to use the 
language through an investigation into the role of CMC in increasing the amount of 
L2 interaction and facilitating L2 WTC levels. The findings appear to suggest that the 
effects of informal communication environments on L2 interaction and L2 WTC are 
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worth investigating further. Less effort, however, has been expended on investigating 
other forms of online interaction, particularly network-based games which have been 
used in a variety of areas of education and are emerging as a new topic in the field of 
computer-assisted language learning.  
 
CALL in the form of computer games appears to have potential for encouraging L2 
interaction and some aspects of the variables influencing WTC in the L2. I will 
therefore review some research into the use of computer games in language learning, 
and particularly, the potential benefits and impact of gameplay on SLA, motivation, 
interaction, and WTC. I acknowledge the potential use and effectiveness of computer 
games in general education in various settings, e.g., science, mathematics, engineering  
(for a review, see Hainey, Connolly, Stansfield, & boyle, 2011; Kirriemuir & 
McFarlane, 2004; Mitchell & Savill-Smith, 2004; Randel, Morris, Wetzel, & 
Whitehill, 1992). However, my thesis is grounded specifically in the field of language 
learning and limited to the investigation into the potential of gameplay for two 
language aspects: interaction and WTC in English. Therefore, the focus of literature 
on the use of computer games was particularly on L2 education, as discussed below.  
 
2.3 Computer Games  
Today, computer games are an integral part of the everyday lives of many young 
people, and especially digital natives (the term coined by March Prensky (2001b) to 
refer to those who grow up with technologies), and have been recognised in the 
literature as the medium of the 21
st
-century learning and teaching. Game-based 
learning (GBL), or a learning environment  involving the use of computer games, has 
expanded dramatically in recent years (Aldrich, 2009). Advocates of GBL and 
researchers who have interest in the potential of computer games have argued that 
successful computer games come with certain environments, characteristics, and 
design features that create good learning conditions (Gee, 2007) and promote positive 
affective variables (such as increased motivation and engagement (Malone, 1980; 
Prensky, 2001a; Whitton, 2007), reduced anxiety (Gee, 2012; Z. Li et al., 2009) and a 
state of ‘flow’ (Csikszentmihalyi, 1991), i.e., a state of intense concentration 
experienced when we are engrossed in an activity (Sherry, 2004), which consequently 
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enhances our learning experiences (Kambouri, Thomas, & Mellar, 2006) and 
outcomes (Grimley, Green, Nilsen, Thompson, & Tomes, 2011). 
 
Moreover, playing games has been said to benefit the development of both academic 
and non-academic skills which can be applied to real-life situations; these include 
language, social and metacognitive skills, depending on the game genres (Aguilera & 
Mendiz, 2003; Bailey, Pearson, Gkatzidou, & Green, 2006; Gee, 2005a; K. Jones, 
1997; Mitchell & Savill-Smith, 2004; Papastergiou, 2008; Prensky, 2001a; Squire & 
Jenkins, 2004). Based on the literature  (e.g., Kirriemuir & McFarlane, 2004; Mitchell 
& Savill-Smith, 2004, and the references cited above), the opportunities for learning 






















Figure 2.3 Summary of the opportunities for learning and skills, as emerging from 
playing computer games 
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While computer games have been shown to offer many pedagogical benefits in 
learning, in general, some educators are beginning to see specific potential of 
gameplay for language learning and the role computer games can play both in and 
outside the language classroom. The next section identifies key findings from existing 
CALL studies on the use of computer games in language learning, specifically 
addressing the potential benefits and impact of gameplay on SLA, motivation, 
interaction, and WTC.  
 
2.3.1 The Use of Computer Games in CALL 
With the ongoing development of digital technologies, the field of language education 
has increasingly taken full advantage of what technologies can offer to promote 
language learning and teaching. Attempts at using technologies in language 
classrooms have lead to the emergence of the field of CALL, which has now been in 
existence for decades (see M. Levy, 1997 for a historical development) and has gone 
hand-in-hand with the growth of language education. CALL involves the use of 
computers and other technologies in language instruction and has its fundamental 
concern over the creation of language learning activities that can facilitate language 
acquisition (Chapelle, 2001; Hegelheimer & Chapelle, 2000). Language teachers have 
realised the potential role of computer technologies to enhance traditional learning 
environments. As a result, a range of CALL technologies has been increasingly 
integrated into the curriculum (for a review, see Stockwell, 2007), thus leading to a 
rapid growth in the prominence of CALL.  
 
Although a number of studies have addressed the use of CALL, especially CMC 
technologies in L2 education (as reviewed in an earlier section), the study of gaming 
technologies as tools for learning and acquiring another language is still in its early 
stage. Computer games have a variety of design features that ‘are particularly relevant 
to language learning’ (Gee, 2012, p. xiii) and can be used to facilitate language 
acquisition (deHaan, 2005b; García-Carbonell et al., 2001), thus being expected to 
‘become an integral part of modern language teaching methodology’ (Hubbard, 1991, 
p. 220). The remainder of this section discusses studies on computer games in CALL 
to clarify how games might contribute to SLA, motivation, interaction, and WTC.  
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Computer Games and Second Language Acquisition 
Although there is a great deal of anecdotal evidence for the benefits of game play for 
language acquisition, not much empirical evidence exists, and research findings are 
mixed.   
 
One of the areas in which GBL has been said to be beneficial for language learning, is 
in the acquisition of vocabulary.  Many claims have been made for the characteristics 
of computer games that make vocabulary acquisition more likely. One of the leading 
proponents of GBL, James Paul Gee, noted that games are capable of providing 
suitable conditions for learners to effectively learn and acquire new words and new 
forms of language (Gee, 2005b). Specifically, games create contexts in which new 
words occur during situated experiences with rich images, actions and dialogues. New 
words are given when learners need them in a particular situation. This ‘just in time’ 
approach to TL exposure means that players do not receive a lot of words out of 
context before they are needed or before they can be used, minimising the amount of 
information learners have to deal with at a given time (Gee, 2005a). Nonetheless, 
some commercial games have still been criticised for exposing learners to too much 
vocabulary (deHaan, 2005b). 
 
Several empirical studies (Miller & Hegelheimer, 2006; Purushotma, 2005; Ranalli, 
2008; UZUN, 2009; Yip & Kwan, 2006) have been conducted to examine if and how 
gameplay facilitates vocabulary acquisition. Miller and Hegelheimer (2006), 
Purushotma (2005), and Ranalli (2008), in particular, were interested in the 
pedagogical benefits of a simulation game called ‘The SIMs’ within an ESL setting. 
Their findings generally suggested that this kind of game could be a potential 
language learning tool to help ESL learners acquire new English vocabulary items. 
Miller and Hegelheimer (2006) incorporated ‘The SIMs’ into an ESL class which met 
once a week for fifty minutes throughout a 15-week semester. Eighteen learners were 
divided randomly into three groups: one group that received mandatory 
supplementary materials, one group with voluntary access to supplementary materials, 
and one group with no access to supplementary materials. It was found that the game, 
when combined with supporting materials, including vocabulary list and exercises, 
grammar explanation and exercises, culture notes, and an online dictionary, resulted 
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in successful vocabulary acquisition, as evidenced by the statistically significant 
improvement in vocabulary knowledge among learners in the first group. Their 
quantitative findings were mirrored in a replicated mixed-method investigation by 
Ranalli (2008) who also targeted the use of ‘The SIMs’ in a language learning setting 
with nine intermediate-level ESL learners. In addition to evidence of learners’ 
increased vocabulary knowledge, the author found that learners perceived a) ‘The 
SIMs’ as enjoyable and b) modifications not only to the game but also to the way it 
was used (i.e., combining supplementary materials with structured play of ‘The 
SIMs’) to be useful for assisting them to learn a language through games.  
 
However, not all studies have found positive effects. An experimental study by 
deHaan, Reed and Kuwada (2010) investigated the effects of playing a video game on 
noticing plus immediate and delayed recall of L2 vocabulary among 80 Japanese 
university students. Students were paired and one student in each pair was assigned to 
either play or watch a video game; one played an English language music video game 
for 20 minutes while the other watched the game simultaneously on another monitor. 
Following gameplay, both players and watchers were given a vocabulary recall test, a 
cognitive load measure, an experience questionnaire, followed by a delayed 
vocabulary recall test two weeks later. Findings showed that both the players and the 
watchers noticed and recalled vocabulary from the game. However, the players were 
found to recall significantly less vocabulary than the watchers, which was probably 
caused by the greater extraneous cognitive load of having to interact with the game. In 
addition, findings revealed that both the players and the watchers of the video game 
forgot a significant number of vocabulary items over the course of the study. Playing 
games was therefore considered by the authors effective only in specific 
circumstances, and it was thus not necessarily conducive to vocabulary acquisition.  
 
Nevertheless, it is important to note that this study was conducted in a laboratory 
setting. A classroom-based study might yield different findings since context plays a 
crucial role in cognition and learning process. It is also important to note that the 
findings of this study was influenced by the nature of the chosen game, which did not 
seem to integrate language use and play together, so participants could complete the 
game tasks without paying attention to vocabulary and noticing the language. 
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Consequently, future studies should investigate gaming environments that involve 
meaningful language use as part of playing. A balance between game playing and 
language learning within a game should be, however, maintained because some 
learners, especially those with low levels of language proficiency, might be unable to 
play a game and learn its language simultaneously. 
 
In addition to vocabulary acquisition, there has been some evidence for the potential 
of computer games for the acquisition of listening and reading comprehension. 
deHaan (2005a), for example, investigated Japanese acquisition through a Japanese 
baseball video game of one Japanese as a foreign language learner who played the 
game for one month. Although this learner reported that his attention was divided 
between playing the game and listening to and reading the Japanese, he was found to 
improve both listening and reading comprehension from gameplay. To illustrate, he 
was able to translate more vocabulary, verbs, and expressions, understand what the 
stadium announcer said in the game, and give correct pronunciations. The findings 
also suggested that language acquisition was facilitated by the learner’s ability to 
control the game and by the game’s repetition, contextual clues, controllability, and 
simultaneously presented aural and textual language, which are desired conditions to 
provide scaffolding for language learners. The benefit of the game’s repetition was 
confirmed by a recent study by Fujii (2010) who also found that this game feature 
assisted his one EFL Japanese university participant who played an adventure puzzle 
video game for one month to improve English skills. However, these two research 
works were limited by the fact that only one participant was examined, so the findings 
might not be representative of the entire population and might be different from 
studies conducted with learners with different language proficiencies. Empirical 
evidence involving more participants is therefore required for more generalisable and 
practical conclusions.  
 
Recent investigations into the effectiveness of gameplay on language acquisition have 
been made on network-based multiplayer games such as ‘massively multiplayer 
online role-playing games’ (MMORPGs) which are now hugely popular and are 
attracting millions of players all over the world (Grimley et al., 2011; Thorne et al., 
2009). MMORPG is the type of game played by a large number of players in a 
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complex environment requiring a large amount of player interaction to progress 
through the game. This type of game is notable for its features relevant to language 
acquisition (Peterson, 2010b, 2012a, 2012b). Moreover, many claims have been made 
for the immersive (Gee, 2007; Zhao & Lai, 2009) and linguistically rich and 
cognitively challenging environment (Sylvén & Sundqvist, 2012) within MMORPGs 
that may be conducive to language learning and language skill practice.  
 
Significant findings on the effectiveness of MMORPGs on language skills were 
reported in a large scale study involving 302 elementary EFL students from five 
schools in Korea, conducted by Suh, Kim, and Kim (2010). After a 2-month 
experiment, with two 40-minute classes a week, it was found that students in the 
treatment group who engaged in text chat and activities within MMORPGs showed 
higher test scores in listening, reading, and writing than the control group who were 
taught in a face-to-face classroom and did not participate in gameplay. It was also 
found that learners’ English learning achievement in MMORPG-based instruction was 
influenced by prior knowledge, motivation for learning, and technical issues, 
particularly by network connection speeds. Additionally, these findings suggested that 
English communicative skills can be improved through participation in MMORPGs as 
players have to interact with each other in English during gameplay. 
 
In addition to a simulation game, learners who have played an adventure game, a type 
of game that involves puzzles solving within a narrative framework, might also find 
this kind of game a great fun and an effective way to learn another language and, 
especially, acquire communicative competence. Baltra (1990) highlighted the student-
centred learning environment of computer adventure games in which learners take a 
more active role than in the traditional classroom, thus potentially having more 
opportunities to use the L2. The author also claimed that adventure games might 
facilitate the development of communicative fluency of language learners for five 
reasons: they are not centred on language; they encourage meaningful discovery 
learning; they create opportunities for interpersonal interaction in a cooperative 
learning mode; and they integrate the four language skills. However, Baltra’s claims 
tend to deal with general aspects of adventure games for communicative competence 
acquisition and have not yet proven empirically.  
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Although little research has concentrated specifically on language acquisition through 
games, learners’ and teachers’ negative attitudes toward using games in traditional L2 
classroom do not appear to be common. Nonetheless, more research is still needed to 
find out whether language acquired through games can be retained longer and 
transferred or applied to real-world contexts (deHaan, 2005b). In addition, before the 
inclusion of gameplay in traditional classrooms, more research evidence and robust 
studies need to be done to specifically investigate which genres of games are more 
effective in facilitating SLA, given that there are many genres of games available. 
 
Computer Games and Motivation 
Based on GBL literature, the rationale for the use of computer games in traditional 
classrooms is commonly influenced by the assumption that games in general are 
motivating to learners. Elements such as fun, engagement, competition, challenge, a 
problem to solve, rewards, fantasy, mystery, cooperation, constant feedback, or 
contexts which stimulate learners’ interest or curiosity (Anyaegbu et al., 2012; Baltra, 
1990; deHaan, 2005b; Gee, 2007; Hubbard, 1991; R.-C. Li & Topolewski, 2002; 
Malone, 1980; Prensky, 2001a; Purushotma, 2005; Whitton, 2010) can make games 
highly motivating to learners, which could thus benefit the language acquisition 
process. In view of this, games are considered to have the potential to motivate 
language learners in ways that are difficult to achieve in traditional L2 instruction and 
are thus often used to supplement language teaching for motivational purposes.                                                                                                                                                             
 
Anyaegbu, Ting, and Li’s (2012) study investigated how a serious game (i.e., a game 
which is designed for educational purposes (such as to train or educate users) rather 
than entertainment) called ‘Mingoville’ could motivate Chinese young learners of 
English in an EFL classroom. The qualitative findings indicated that the majority of 
their students were motivated to learn English with Mingoville because the game was 
fun for them and made them feel relaxed, offered them opportunities to become 
autonomous and avoid losing face, encouraged their collaboration, gave them frequent 
rewards and encouragement, fostered their problem-solving skills, and created a good 
learning environment that allowed learners to increase their interest, broaden their 
exposure to English, participate actively, and receive multiple language support. 
However, some students found the game boring or did not like games in general, and 
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for them the experience had been demotivating. This supports Whitton’s (2007, 2011) 
view that employing games for motivational purposes alone is not a sufficient 
justification because games may not be motivating for all students, particularly 
students in Higher Education. Therefore, computer games should only be used if they 
can provide additional benefits. Also, additional support is needed before games are 
employed to enhance certain aspects of traditional L2 learning for motivated learners 
(deHaan, 2005a). 
 
Likewise, Liu and Chu (2010) investigated the potential of ubiquitous games (i.e., 
casual, educational games that are played primarily on mobile devices) ‘HELLO’ 
(Handheld English Language Learning Organisation) for developing Taiwanese 
seventh grade students’ learning and English listening and speaking motivation. 
Compared with students who received traditional instruction, those who played 
ubiquitous games in their English class showed better English speaking and listening 
skills as well as learning motivation for attention, relevance, confidence, and 
satisfaction. According to the interviews, improvement in learning performance and 
motivation occurred because ubiquitous games provided interesting learning materials 
and activities, as well as opportunities for practising speaking English as they 
collaborated in real situations. Although students in the experimental group found 
GBL motivating, they also valued the importance of non-game-based learning and 
considered that games should not be used alone without traditional instruction. 
 
While a number of studies appear to indicate that computer games on their own may 
not always serve language learning and motivational purposes, some researchers, such 
as deHaan (2011), found that the benefits of computer games can be also improved 
when the teaching context and instructional activities relate to and extend from game 
playing. In deHaan’s action research, instead of having students learn the language 
directly from games and examining their language skills improvement and motivation 
to learn the language with games, deHaan engaged his students in two projects that 
used digital games as a context for language learning. The first project, role-playing 
game design, allowed students not only to create games but also to study English 
through activities mainly done in English. These included talking about the game 
features, stories, and design, creating a wiki page for difficult terms and language 
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used in the game design software, writing game story summaries, presenting their 
story ideas, and reading an article about game development. Likewise, the second 
project, game magazine creation, allowed students to improve their spoken and 
written English language skills as they engaged in many activities done in English 
(e.g., writing reviews, brain storming, and participating in authentic TL discussion 
about the tasks). Based on students’ experiences and learning outcomes, deHaan 
concluded that the projects helped the students to practise both language and 
technology skills, motivated them, challenged them, provided them with opportunities 
for authentic discussions in the foreign language, and gave them concrete language, 
technology, teamwork and creative experiences.  
 
Computer Games and Interaction and Variables Affecting WTC  
In comparison to other computer game genres, MMORPGs have been investigated 
quite extensively. Participation in MMORPGs has been shown to provide language 
learners with sufficient opportunities to acquire another language (Rankin, Gold, & 
Gooch, 2006), learn conversational language, use and practise the L2 (Bryant, 2006; 
Peterson, 2011; Thorne, 2008; Thorne et al., 2009), engage in various forms of 
interaction (such as negotiation of meaning) necessary for language learning, and 
develop their communicative competence (Peterson, 2010a, 2010b). Moreover, 
MMORPGs have been shown to have a number of key design features and 
characteristics that may lower anxiety while increasing confidence and motivation 
(deHaan, 2005b; Z. Li et al., 2009; Peterson, 2010a, 2011; Voulgari, 2011; Zhao & 
Lai, 2009; Zheng, Young, Brewer, & Wagner, 2009). These include: the highly 
learner-centred nature of the interaction provided by network-based games; the 
relative anonymity they afford; the reduced inhibition through the use of personal 
avatars; and the reduction of paralinguistic cues (e.g., gesture, expression, eye-
movements, intonation, etc.) and social cues (e.g., age, genre, race, etc.) during real-
time chat. These characteristics may help to create a more stress-free communicative 
atmosphere and opportunities for taking risks with L2 use than in a face-to-face 
setting, offering advantages to anxious or shy learners.  
 
Although the investigation in learner interaction in MMORPGs remains limited, a 
small number of empirical studies has been conducted. Rankin, Gold, and Gooch 
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(2006) carried out a pilot study to investigate interaction among four ESL students, 
ranging from high-level beginner to advanced, while playing the MMORPG 
‘EverQuest 2,’ to determine if their English conversational proficiency and 
vocabulary knowledge could be fostered as they chatted in the L2 in the game. Each 
student was requested to play the game for four hours per week for four weeks. On 
completion, a) an analysis was carried out for the amount of participant interaction 
with non-playing characters (NPCs), the chat messages exchanged between 
participants, their own perceptions of playing the game, and b) a vocabulary 
assessment was administered. The findings indicated that intermediate and advanced 
ESL students increased TL vocabulary output by 40% as a result of interaction with 
non-playing characters (when students’ understanding of words that were used once in 
conversations with NPCs were compared with words that were used more than five 
times NPCs’ dialogues). The findings also showed that students produced a 
remarkable 100% increase in the TL in chat messages during social interaction 
between players, as the gameplay session progressed and students’ confidence was 
higher. Students’ feedback was also positive, indicating that they experienced 
MMORPGs as good at providing adequate language learning support, especially for 
intermediate and advanced ESL students. This study also supports claims that 
computer games are inherently motivating. However, traditional CALL environments 
were considered by the authors to be more beneficial for beginner ESL students 
because of the significant cognitive overload experienced during gameplay by the one 
beginner-level learner in this study.  
 
The social interaction among players in ‘EverQuest 2’ was further examined by 
Rankin, Morrison, McNeal, Gooch, and Shute (2009). In this study, the authors took a 
closer look at the in-game interaction between eight native speakers of English and 18 
ESL students and the language socialization in MMORPGs. Students were divided 
into three groups; one group of students played the game by themselves for four 
hours, another group of students played the game with native speakers for five hours, 
and the remainder of the students attended three hours of traditional classroom 
instruction. The findings showed that ESL students who played the game by 
themselves and with native speakers significantly increased their TL output compared 
to students who did not play the game. The findings revealed that students produced a 
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range of discourse functions in the target language (such as greetings, leave-taking, 
requesting, and information exchanging) through collaborative social interaction with 
native speaker interlocutors. The findings also suggested that EverQuest 2, and 
possibly MMORPGs in general, encouraged L2 interaction as the players must be 
active learners and engage with other learners within the environment. Furthermore, 
the findings demonstrated that the majority of the students displayed increasing levels 
of engagement, motivation, and comfort as they participated in gameplay. Major 
WTC studies have emphasized that greater relaxation as well as increased frequency 
and greater amount of L2 output reflect higher levels of WTC. The findings from 
Rankin et al.’s (2009) study, although limited by the small sample size, therefore 
seem to point to another possible contribution that MMORPGs can make to increasing 
students’ WTC.  
 
In a case study of online gaming and open Internet environments as informal settings 
for L2 use and development, Thorne (2008) explored multilingual interaction between 
an English speaker living in the United States and a Russian speaker living in Ukraine 
within the MMORPG ‘World of Warcraft.’ Participants’ feedback was very positive, 
with claims that participation in the game had enhanced their enjoyment and 
motivation for language learning. In addition, the analysis of the chat logs indicated 
that conversation in the game offered participants authentic interaction in the L2 and 
opportunities for providing expert knowledge in terms of language use and language-
specific explicit corrections, requests for assistance, and collaboratively constructing 
repair sequences. Roy (2007) also investigated the potential in World of Warcraft by 
playing the game in Spanish. Although the author reported that he did not have much 
interaction with native speakers, he found that real-time chatting during gameplay 
exposed him to natural TL production, and that the interaction in which he engaged 
was a meaningful way to become comfortable with using the language. Furthermore, 
Bryan (2006) examined the interaction between himself and his one German language 
student in World of Warcraft, and found that the student appeared to focus on activity 
rather than grammar and used a range of verb forms to express herself. Although 
improvement in German during gameplay was not clearly demonstrated, the authentic 
language use and the amount of communication essential to progress through the 
game were highlighted as beneficial to language learning. The author concluded that 
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participation in MMORPGs like World of Warcraft can be a meaningful learning 
experience for language learners as they can be immersed in an authentic situation 
that requires the use of the TL.  
 
Piirainen-Marsh and Tainio (2009) explored the affordances for L2 use offered 
through interaction between two Finnish teenage boys while collaboratively playing a 
video game ‘Final Fantasy X.’ More specifically, the authors focused on participants’ 
repetition and imitation of game characters’ utterances as interactional practices 
through which games were controlled and experienced. The findings showed that 
participants repeated the language used in voice-overs and by in-game characters 
frequently and in a variety of circumstances, and that participants were good at 
imitating the nuances of the voice-overs and game characters’ language use, allowing 
them to be used as a resource for participation in  gameplay activity. The language use 
among the participants was categorized by frequent borrowing of game vocabulary 
and mixed language forms. The authors argued that the practices of repetition created 
interactional opportunities for engaging with the L2, analyzing it, and using it in ways 
that allowed participants to exhibit and improve their linguistic and interactional 
competence, and thus L2 development.  
 
Zheng, Wagner, Young, and Brewer (2009) focused on how the educational multiuser 
virtual environment ‘Quest Atlantis’ supported English language acquisition. The 
authors examined the interaction and collaborative construction of cultural and 
discourse practices between two native speakers and two non-native speakers of 
English. They were paired and requested to work collaboratively over a 10-week 
period. Data was collected through participant observation, post-quest interviews, and 
an analysis of chat logs and emails. It was found that participation in the game 
allowed learners to engage in authentic and meaningful interaction with the native 
speakers while closely cooperating with each other to complete the quests, enabling 
them to gain knowledge from a more knowledgeable/experienced game player 
through action. That is, native speakers were able to share their linguistic knowledge 
with language learners and language learners were able to share cultural information 
regarding the quests while chatting with the native speakers in the game. This 
interaction was conceptualized as negotiation for action and perceived as an extension 
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of the concept of negotiation for meaning. The findings suggested that negotiation for 
action could contribute to the potential for greater cultural awareness as well as 
increased mutual collaboration and cultural identity as a means to successful quest 
completion. The learners who participated in this study recognized that negotiation of 
action was a type of interaction that was unavailable in their learning experiences in 
the language classroom.  
 
Most recent studies by Peterson (2012a, 2012b) focused specifically on learner 
interaction in MMORPGs. In his experimental qualitative study (Peterson, 2012a) of 
the use of the MMORPG ‘NineReift,’ he engaged six Japanese EFL university 
students in two gaming sessions, lasting approximately 90 minutes each, which were 
held one week apart, and obtained data from a variety of sources (i.e., learners’ chat 
collected during gameplay, researcher observations, filed notes, learner responses to 
pre- and post-study questionnaires, and interviews). The findings indicated that 
learners actively participated in the game, utilized different types of strategies to 
manage their interaction, undertook collaborative dialogues exclusively in the TL, and 
had positive attitudes, claiming that interaction in MMORPGs was engaging, 
motivating, and enjoyable, and improved their fluency and discourse management 
practice.  
 
Peterson’s (Peterson, 2012b) later study investigated linguistic and social interaction 
and attitudes of four intermediate Japanese EFL university students in the MMORPG 
‘Wonderland.’ Participants were engaged in four sessions, lasting approximately 70 
minutes each and were held once a week over a period of one month. Similar to the 
findings previously reported (Peterson, 2012a), it was found that participants used a 
range of strategies, and conducted their interaction exclusively in the TL. In addition, 
participants provided largely positive feedback, claiming that interaction in 
MMORPGs, in combination with the anonymity provided by the use of pseudonyms 
and avatars, helped to reduce anxiety levels and encourage opportunities for taking 
risks in using the TL. This feedback thus mirrored findings reported in the literature 
on learner interaction in MMORPGs (e.g., deHaan, 2005b; Peterson, 2011) and in my 
pilot study (Reinders & Wattana, 2011, 2012). Although both of Peterson’ studies 
were exploratory in nature and limited by the small number of participants and 
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institutional constraints, the studies did provide significant insight into how learners 
interacted in MMORPGs. This understanding, thus, was a sort of window on the 
investigation into interaction in MMORPGs in CALL research, as well as the use of 
network-based games in language learning.  
 
From the literature review above, the fact that computer games play a potential role in 
encouraging language learners to engage in L2 interaction and to become willing to 
do so is unquestionable. However, this potential has not yet been fully probed in many 
language learning contexts and particularly in the Thai EFL setting in which computer 
games are rarely adopted for formal language learning and are normally used with 
young learners to develop basic vocabulary knowledge only (Intratat, 2011). 
Moreover, most of the literature is exploratory, limited in scope and sample sizes, 
focusing on anecdotal and descriptive evidence and exploring the characteristics of 
games rather than language learning effects, and provides subjective views on the 
potential of games for language learning only. In addition, there are no studies of 
longer-term effects. What is still unclear is if gameplay indeed leads to greater 
interaction and higher levels of WTC. In particular, few studies have robustly 
examined the quantity and quality of TL interaction that takes place in a gaming 
environment (that is applied in a real language classroom situation), and have 
adequately investigated the level of TL WTC in which the environment can foster. 
This was the primary focus of my study.  
 
Chapter Summary 
This chapter has reviewed the literature pertaining to the key areas of interest in the 
study: interaction, the construct of WTC, and computer games. Evidence from the 
literature has shown the role that interaction plays in SLA and its contribution to 
increasing language production. Significant findings from related studies on learner 
interaction in CMC have also been discussed in this chapter, indicating that there are 
benefits of using CMC in L2 instruction. In particular, studies have shown an increase 
in the quantity and quality of language production and a lowering of affective barriers 
to learning in CMC. While increasing L2 interaction is a primary concern to language 
teachers, it has been suggested that learners should be also willing to interact. WTC is 
hypothesised to be important for SLA. Many factors (such as anxiety, self-perceived 
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communicative competence, motivation, personality, classroom environments, 
learning contexts, attitudes, gender and age, and cultural factors) have been found to 
play a role in increasing or reducing learners’ WTC. Language teachers are therefore 
encouraged to take these factors into consideration and to engender WTC among their 
students for successful language learning and acquisition. Among a variety of 
technologies recently employed in the language classroom as CALL activities, 
computer games appear to have potential for encouraging L2 interaction and some 
aspects of the variables influencing WTC in the L2. However, it appears that this 
potential has not yet been fully investigated. The empirical evidence of the effects of 
gameplay on interaction and WTC in the L2 is provided in the present study.  
 
Since the study involved intervention and instruments which were specifically 
developed for the purpose of this investigation, the pilot study was needed. In the 



































The chapter reports on a pilot study, presenting its research design, method, and 
findings which, as noted in Chapter 1, have been published in Digital Culture and 
Education Journal (Reinders & Wattana, 2011) and Digital Games in Language 
Learning and Teaching (Reinders & Wattana, 2012). This chapter also provides a 




This pilot study was conducted in December 2009 to fulfil four main objectives: a) 
improving the proposed research design and procedures, b) piloting questionnaires, c) 
piloting the modified version of the game, and d) determining if appropriate data were 
being collected and analyzed using the developed instruments. The sections below 
discuss how the pilot study was carried out.  
 
3.2 Participants 
The pilot study was carried out with a small group of participants who were very 
similar to the study’s prospective participants, as suggested by Glesne and Peshkin 
(1992). Participants were recruited from fourth-year undergraduate information 
technology (IT) students at Dhurakij Pundit University (DPU). Sixteen students (ten 
males and six females, between 21-26 years of age) volunteered and received a 
monetary incentive (i.e., 150 Thai baht, or approximately 6 NZ dollars per hour) for 
their participation. All of the participants reported that they had previous experience 
playing massively multiplayer online role-playing games (MMORPGs), and that they 
played computer games on average 27 hours per week. In addition, all of the males 
and three of the females had played Ragnarok Online
©
, the game used in this study, 
before. I therefore did not expect participants to be unduly affected by novelty and 
training effects. Participants’ English proficiency levels ranged from beginning to 
intermediate as indicated by their grades from a previous language course, as well as 
their test scores on the university test of English proficiency. The pre-survey results 
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revealed that participants had no other contact with English apart from during the 
class, and that 14 of 16 considered their English communication skills only as ‘fair’. 
 
3.3 The Game and How It Was Adapted 
Ragnarok Online
©
 was employed as a form of computer-assisted language learning 
(CALL) activity and integrated as part of participants’ regular language course. 
Instead of using the original quests - the missions that players are assigned to 
accomplish in order to progress throughout the game - within the game, a further three 
quests were specifically designed to match with the learning activities and the 
objectives of the three lessons with which the game activities were integrated. In 
particular, the quests contained scenarios, language, and lexical items related to what 
participants had previously studied in class. Each quest, carried out in the CALL lab, 
was designed to last approximately 45 minutes, and the remaining time of the 90 
minute class was devoted to the integration of supporting activities such as 
preparation and debriefing. Section 4.5 of the Methodology Chapter provides a full 
description of the study intervention and Section 4.6 details the equipment used (i.e., 
Skype). Only data for quests 1 and 3 was recorded and is reported here.  
 
3.4 Design and Procedures 
I, the researcher, and also the teacher, arranged a meeting with the participants in the 
first week of December 2009 to present a brief introduction about the study and the 
use of computer games in language learning. Participant Information Sheets were 
given out and Consent Forms were distributed for participants to sign, in accordance 
with the University of Canterbury Educational Research Human Ethics Committee’s 
requirements (see Appendix G). Participants were then asked to complete a pre-
survey questionnaire. A mini course of English for Information Technology was 
developed, requiring participants to attend three lessons on Computer Users, 
Computer Architecture, and Computer Applications, and to meet three times a week 
for each lesson (so a total of nine times). Each lesson comprised two 90-minute face-
to-face sessions and one 90-minute computer game session. Therefore, altogether 
participants took part in three computer game sessions for four hours and 30 minutes. 
Before starting each game session, a 15-minute briefing was given, which included 
linguistic preparation and quest familiarisation. Participants were clearly briefed on 
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what they were expected to do and when and why. During game play, participants 
were randomly divided into either a text-based chat or a voice-based chat group and 
were instructed to collaborate and communicate synchronously with other playing 
characters (PCs) in order to progress throughout the game. After each game session, 
participants were asked to complete a willingness to communicate (WTC) 
questionnaire. Finally, a collaborative debriefing took place during which participants 
were asked to discuss in small groups their experience, success, and failure in the 
game and how they had communicated with each other. 
 
3.5 Data collection and analysis 
Two types of data were collected: (a) transcripts of participants’ produced discourse 
for evidence of their interaction in the target language (TL) as they were engaged in 
computer game activities, and (b) participants’ questionnaire responses for evidence 
of their WTC. The transcripts were analyzed using (a) discourse analysis (see 
Glossary) to describe the functional and linguistic characteristics of the language 
produced during gameplay, and (b) interaction analysis (see Glossary) for tabulating 
the number of words and the number and length of turns. The questionnaire was 
adapted from previous WTC studies (Cao & Philp, 2006; Freiermuth & Jarrell, 2006; 
Léger & Storch, 2009; MacIntyre et al., 2001; MacIntyre et al., 1998) and was 
specifically modified to focus on communication situations that commonly take place 
during gameplay. Descriptive statistics were also calculated for the mean and 
frequency of the responses to Likert scale items on the questionnaire data, revealing to 
what extent participants accepted each statement in mean scores and percentage 
points. Responses to open-ended questions were then grouped according to recurrent 
themes.  
 
3.6 Results 1: How does playing computer games affect the a) quantity and b) 
quality of interaction in English of Thai EFL learners? 
 
In the following sessions, I look at the quantity of interaction, as measured by the 
amount of communication in English that took place when participants were playing 
computer games, in terms of the number of words and the number and length of turns. 
I also look at the quality of interaction, as measured by characteristics of the 
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interaction in which participants were engaged during gameplay. These 
characteristics were operationalised in two categories: functional and linguistic 
characteristics. I look at the amount and the characteristics of interaction that took 
place during text and voice chat, and then compare them.  
 
3.6.1 Quantity of TL Interaction  
Compared with anecdotal observations of Thai EFL learners’ communicative 
behaviour during face-to-face interaction, game play appeared to have a positive 
effect on the quantity of TL interaction. Table 3.1 shows that participants took 528 
and 607 turns in text chat in sessions 1 and 3 respectively. Individuals ranged from 35 
to 121 turns with both the average and the minimum and maximum number of turns 
increasing between the two sessions. The average number of turns per participant in 
session 3 (M = 75.88, SD = 20.51) was greater than the average number of turns per 
participant in session 1 (M = 66, SD = 18.17) (see Figure 3.1).  
 
Table 3.1 
Number of Words and Number and Length of Turns in Text-Based Chat and Voice-
Based Chat during Gameplay  









Number of turns 528  348  607  408  
Length of turn     
 Single word 49  9.3% 19  5.6% 53  8.7% 41  10% 
 Phrase 27  5.1% 20  5.7% 31  5.1% 21  5.2% 
 Incomplete T-units* 58  11% 62  17.8% 61 10% 65  15.9% 
 Complete T-units* 394  74.6% 247  71% 462  76.1% 281  68.9% 
Total words 1,881  1,064  2,456  1,249  
English-only total 
words 
1,875  1,054  2,455  1,245  
Note. *T-unit is one main clause with all subordinate clauses and nonclausal 
structures that are attached to it: I disagreed with your suggestion. (1 T-unit) I 
disagreed with what you suggested when we were working together to complete the 
task. (3 T-units).  
 
A paired samples t-test was performed to determine if the difference was statistically 
significant. An alpha level of .05 was used as a significance criterion for all statistical 
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tests. Cohen’s d (1988) was subsequently calculated to indicate the effect size. As 
shown in Table 3.2, this difference was found to be significant (t(7) = 3.837, p < .001) 




Figure 3.1 Average number of turns per participant, communicating via text-based 
chat and voice-based chat while working on computer game activities (N = 16) 
 
Table 3.2 
Paired Samples T-Test for Average Number of Turns via Text-Based Chat per 
















































3.790 15.960 3.837 7 .006 d = 0.49 
 
In voice-based chat, participants took 348 turns during the first and 408 during the 
third session (see Table 3.1), again showing a similar pattern of increasing averages 
and a higher minimum and maximum number of turns. As shown in Figure 3.1, the 
average number of turns per student in session 1 was M = 43.50 (SD = 10.17) and in 
M = 66  
SD = 18.174 
M = 75.88 
SD = 20.518 
M =43.5 
SD = 10.170 
M = 51 
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session 3 M = 51 (SD = 9.95). According to Table 3.3, this difference was found to be 
statistically significant (t(7) = 8.1, p < 0 .001) with a medium effect size (d = 0.75). 
 
Table 3.3 
Paired Samples T-Test for Average Number of Turns via Voice-Based Chat per 


















































5.311 9.689 8.101 7 .000 d = 0.75 
 
Not surprisingly, a slightly higher proportion of incomplete T-units (17.8% vs. 11% 
and 15.9 % vs. 10%) was found in a voice-based chat (see Table 3.1) while a greater 
proportion of the number of words produced (235 vs. 133 and 307 vs. 156 average 
words per participant) was found in text-based chat (see Figure 3.2). Finally, it was 
found that there were a higher number of English words used in written interaction 
than in oral interaction (1,875 vs. 1,054 and 2,455 vs. 1,245 in sessions 1 and 3 
respectively) (see Table 3.1).  
 
 
Figure 3.2 Average number of words per participant in text-based chat and voice-
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3.6.2 Quality of TL Interaction  
Although TL output was produced, TL interaction during gameplay did not seem to 
increase in accuracy and complexity from session 1 to session 3, probably due to the 
demands for simultaneous communication and the low proficiency levels of the 
participants. However, TL interaction during gameplay did encourage a variety of 
discourse functions, which is summarised in Table 3.4. The voice-based chat 
transcripts showed more use of greetings than did the text-based chat transcripts (16 
vs. 8 and 24 vs. 6 in sessions 1 and 3 respectively). Especially in the third session of 
voice-based chat, when participants seemed to have stronger interpersonal 
relationships, greetings were found to be more formulaic, and interaction contained 
more turns and small talk, while participants, engaged in written interaction, spent less 
time greeting each other and initiated their conversations directly (see Example 1).  
 
Example 1 
Example of voice-based chat           Example of text-based chat 
Hunna
1
: Hello Momman 
Momman
1
: Hello Hunna. How are you 
  today? 
Hunna: I’m fine. Thank you. And 
  you? 
Momman: I’m fine too. Today is last 
  game session. I so sad. 
Hunna: Why? 
Momman: Because I can’t talk to you 
  in game again. I wanna cry. 
Hunna: Don’t cry now,  
  Momman. We should  start 
  quest or we can’t finish. 
Momman: OK  
[15:09] ManN: hi 
[15:11] LKAK:  
[15:17]  r u ok?   
[15:19] ManN: yes  
[15:29]   have u find NPC 
   “Newton”? 





Participants were asked to participate anonymously under their game character 
names. 
 
Clarification requests were used frequently in both written and oral interaction. Not 
surprisingly, more clarification requests were made via the voice-based chat than the 
written-based chat (21 vs. 10 and 23 vs. 4 in sessions 1 and 3 respectively). Probably 
because of problems with pronunciation, a lack of preparation time, the use of chat 
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recording equipment, and audio quality issues, clarification requests were often 
produced during the voice-based chat. An example of how clarification requests were 
used in both voice- and text-based chat is shown in Example 2.  
 
Example 2 
Example of voice-based chat          Example of text-based chat 
YEEHAAA:  What’s the function of 
  mouse? 
Innoker: control cursor 
YEEHAAA: I don’t understand. Say it 
  again. 
[16:51:56] Number1: Why you not  
   wearing the hat? 
[16:52:14] Coopy:  what do you  
   mean? 
 
As comprehension was required to proceed to other game tasks, a large number of 
confirmation checks were present throughout the oral interaction (18 in session 1 and 
17 in session 3), while none were present in the written communication since text 
messages seemed to be clear for participants. However, self-corrections were more 
frequent in the text-based chat than in the voice-based chat (17 vs. 6 and 18 vs. 11 in 
sessions 1 and 3 respectively). The fact that participants, engaged in the former 
medium, could read on-screen messages and had time to think and prepare would 
more easily allow them to reflect and correct their messages before and after posting. 
Example 3 gives an example of confirmation checks taking place during voice- and 
text-based chat.  
 
Example 3 
Example of voice-based chat          Example of text-based chat 
PzMaxGate: West is lift yes or no? 
BadlyAG: Eh? 
PzMaxGate: Sorry. West is left or  
  right? 
BadlyAG: Left 
[16:34:58] Burn Zero: find another NPC 
[16:35:02]   where in NPC? 
[16:35:05]  where is*
1
 NPC? 
[16:35:39] Zerotz:  north of town 
 
Note. 1* was used by this participant as a signal for self-correction.  
 
In addition, questions were more frequent in the written communication than in the 
oral communication. However, most questions asked in both mediums were 
incomplete (e.g., where?) and ungrammatical (e.g., is Burn Zero [participant’s name] 
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download something?). Both text- and voice-based chat transcripts bore evidence of 
few wh-questions (e.g., where is starting NPC?), many yes/no questions (e.g., can you 
answer this question?), many uninverted questions (e.g., u find Professor?), and no-
tag questions (e.g., it’s fun, isn’t it?). Moreover, in the voice-based chat, questions 
were usually interrupted by another interlocutor (e.g., “Have you finish the…” 
“Yes”). 
 
Table 3.4  
Discourse Functions of Clauses in Text- and Voice-Based Chat during Gameplay 









Greeting 8 16 6 24 
Clarification requests 10 21 4 23 
Confirmation checks  0 18 0 17 
Self-corrections 17 6 18 11 
Questions     
 WH-questions 22 20 23 22 
 Yes/no questions 27 24 29 21 
 Tag questions 0 0 0 0 
  
Linguistic features of participant’s language production during gameplay are 
summarised in Table 3.5. Overall, participants engaged in written interaction were 
found to pay more attention to grammatical accuracy than those communicating orally 
via voice-based chat during gameplay. Lexical accuracy was also found to be 
generally high during written interaction (1,327 in session 1 and 1,611 in session 3), 
although some words were misspelled deliberately in the written interaction as an 
approach to saving typing time. In voice-based chat, participants did not have 
pronunciation problems with simple words but did with long, difficult, unfamiliar 
ones. Finally, use of native language (L1) words was more frequent in the oral 
interaction than in the written interaction, particularly in the first session (10 vs. 6), 
but was rare in both written and oral interaction in the last session.  An example of use 
of L1 in voice- and text-based chat is illustrated in Example 4.  
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Example 4 
Example of voice-based chat          Example of text-based chat 
Panzil:  do u know ans about  
  how david use computer 
  in free time? 
Funzy:  no  







my ans ‘young yai laew’ means 
my answer is now ‘confusing’ in 
English. 
 
[15:57:31] Burn Zero: i have a problem 
[15:58:03] LKAK:  serious? 
[15:58:13]   don’t worry 







1‘Krean’ is a slang Thai word 
commonly used in an online game 




Linguistic Features of Participants’ Language Production via Text- and Voice-Based 
Chat during Computer Game Activities 
 
Simplified or reduced registers were also found while participants were engaged in 
the game. Simplified or reduced registers here included (1) leets commonly used in 
chat and online game communities where letters are replaced by numbers and 
symbols (i.e., emoticons), and words are commonly misspelled, (2) omission of 
articles, (3) contractions, and (4) abbreviations. Examination of text-based chat 
transcripts revealed use of emoticons to exhibit facial expressions and use of 
exclamation marks to represent tone of voice. The presence of these features was to 










Tense (unit of analysis  = clause) 
    
 Present Simple 301 203 378 233 
 Present Continuous 65 33 48 35 
 Present Perfect 2 0 7 0 
 Future Simple 26 11 29 13 
Lexical accuracy (Spelling) 1,327 - 1,611 - 
Pronunciation  - 967 - 1026 
Use of native language words  6 10 1 4 
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compensate for the absence of paralinguistic features found in face-to-face oral 
communication. Furthermore, many omissions of articles and contractions were found 
in both text- and voice-based chat, which made the delivery of the messages easier 
and faster. Abbreviations were also frequently posted in text-based chat but almost 
never found in voice-based chat so that messages became more comprehensible to the 
interlocutor. With the use of simplified or reduced registers, I could observe 
participants’ increased capacity to quickly read, comprehend, and produce messages 
in English while communicating during gameplay. Use of simplified or reduced 
registers, particularly leets, might be considered inappropriate (see Example 5). 
However, most likely, the use of leets was caused by time pressure in ways that 
participants needed to interact with each other quickly so that they could complete the 
game quest within the time allotted. 
 
Example 5  
Example of text-based chat  
[15:20:31] Coopy:  hi Masumoto 
[15:20:55] MasumoTo:  hi Coopy 
[15:20:55]   have u started test yet dood
1
?    
[15:21:31]   it’s very hard  
[15:21:38] Coopy:  yes!!!!!!!!!!!  
[15:21:57]   hard 4 me 2 eiei
2
 
[15:22:22] Number1:  How many bytes are in megabyte? What’s your ans? 
[15:22:57] MasumoTo:  i don’t know T_T 
[15:23:00] Coopy:  555
3
 
[15:23:07]   die 
[15:23:14]   we die!!!!!!!!!!!!! 
[15:23:46]   T
4
 must kill us 




dood is a deliberately inaccurate spelling for dude. 
Note.  
2eiei is the textual representation of laughter, which is like ‘heehee,’ ‘huhu,’
 ‘haha,’ ‘hoho,’ etc. in Korean laughter expressions. 
Note. 
3‘555’ is the Thai version of ‘lol’ used in a text chat. The number ‘5’ in 
 Thai is pronounced as ‘ha’ so ‘555’ would be ‘hahaha.’ 
Note. 
4‘T’ is abbreviated by this participant to mean ‘teacher.’  
 
 72  PILOT STUDY 
3.7 Results 2: How does playing computer games affect Thai EFL learners’ 
willingness to communicate in English? 
Willingness to communicate was measured by individual’s intention to initiate or 
participate in communication in the target language at a particular moment and 
situation. After finishing each computer game session, participants were given a 
questionnaire to complete, which asked them to rate their WTC in English on a scale 
from 1 (‘absolutely not willing’) to 5 (‘very willing’) in a range of situations normally 
encountered during gameplay. The obtained Chronbach Alpha coefficient was .72, 
which was relatively high and indicated acceptable internal consistency among the 
five WTC items. The findings revealed that participants were generally willing to 
communicate in English (M = 4.52, SD = .23) and generally showed positive changes 
in their willingness to engage in communication between the two computer game 
sessions. Particularly, when participants were confused about the quest, they were 
increasingly willing to use English to ask for explanations from other players (M = 
4.00, SD = .82 and M = 4.81, SD = .40 in the first and third session respectively). As 
shown in Table 3.6, the mean score of participants’ WTC in session 3 (M = 4.84, SD 
= .13) was higher than the mean score of participants’ WTC in session 1 (M = 4.19, 
SD = .34), and this was found to be statistically significant (t(7) = 5.921, p < 0.001), 
showing that participants became more willing to interact in the TL over time. The 
actual difference revealed a very large effect (d = 1.34).  
 
Table 3.6 
Willingness to Communicate (N=16) 
Situations 
Session 1 Session 3  Total 
Mean SD Mean SD  Mean SD 
Give game instructions to other 
players 
4.63 .62 4.88 .34  4.76 .18 
Ask for explanations from other 
players when you are confused 
about the quest you must complete. 
4.00 .82 4.81 .40  4.41 .57 
Talk to other players about the 
quest. 
4.19 .75 4.88 .34  4.54 .49 
(continued) 
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Table 3.6 (continued) 
Situations 
Session 1 Session 3  Total 
Mean SD Mean SD  Mean SD 
Read/Listen to other players’ 
conversations attentively. 
4.38 .50 5.00 .01  4.69 .44 
Read/Listen to Non-player 
characters’ dialogues actively. 
3.75 .86 4.63 .50  4.19 .62 
Total Mean 4.19 .34 4.84 .13  4.52 .23 
 
The second section of the questionnaire dealt with participants’ feelings about 
communicating in English during gameplay such as apprehension, excitement, 
motivation, and self-confidence, which are considered important factors contributing 
to WTC in the second or foreign language (L2). The obtained Alpha score was .69, 
indicating that the four items on this construct were fairly reliable. Again, each item 
was rated on a 5-point scale, with the anchors ‘strongly disagree’ (1) and ‘strongly 
agree’ (5). Overall, participants reported their positive feelings about using English to 
interact with others during gameplay (M = 4.26, SD = .45), which, in turn, suggested 
that they had high levels of WTC in English. However, the results showed that 
participants gave a low score to ‘confidence’ (M = 3.69, SD = .44). As not all of the 
participants were confident in their TL communication, a low level of WTC could be 
present. Table 3.7 shows that the average score of session 1 was 3.89 (SD = .47) and 
the average score of session 3 was 4.63 (SD = .46). This difference between sessions 1 
and 3 was statistically significant (t(7) = 6.301, p < 0.001). The effect size of 1.15 was 
large and showed the considerable magnitude of the impact of computer games on 
EFL learners’ feelings about communicating in English.  
 
Table 3.7 
Participants’ Feelings about Communicating in English in Computer Game Activities 
(N=16) 
Statements 
Session 1 Session 3  Total 
Mean SD Mean SD  Mean SD 
I feel relaxed communicating 
in English during game play.  
3.75 1 4.56 .46  4.15 .57 
(continued) 
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Table 3.7 (continued) 
Statements Session 1 Session 3  Total 
Mean SD Mean SD  Mean SD 
I find communicating in 
English during game play 
challenging.  




It is fun communicating in 
English during game play.  
3.94 .85 4.94 .25  4.44 .70 
I feel confident when 
communicating in English 
during game play.  
3.38 .89 4.00 .97  3.69 .44 
Total Mean 3.89 .47 4.63 .46  4.26 .45 
 
The third section examined participants’ reflection on their communication behaviour 
and TL use in a computer game context. The five items showed a fairly good level of 
internal consistency, with a Cronbach’s Alpha of .68. In general, what participants 
thought about communicating in the TL was found to be closely related to their actual 
TL communication behaviour and discourse produced during game play. Responses 
given on a 5-point scale with the anchors ‘never’ (1) and ‘always’ (5), revealed that 
participants often used English only to communicate with other players (M = 4.13, SD 
= .45) and often made an effort to communicate in English (M = 4.04. SD = .84). 
Therefore, it was not surprising to find from the transcripts that participants gradually 
reduced the use of their L1 and became willing to use only English as a medium of 
communication. As shown in Table 3.8, the mean score of session 3 (M = 4.05, SD = 
.67) was also higher than the mean score of session 1 (M = 3.24, SD = .39) and again, 
this was statistically significant (t(7) = 4.866, p < 0.001). The effect size (d = 0.75) 
was medium. 
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Table 3.8 
Participants’ Reflection on Their Communication Behaviour and Target Language 
Use in Computer Game Activities (N=16) 
Statements Session 1 Session 3  Total 
Mean SD Mean SD  Mean SD 
I communicate in English fluently 
(with little hesitation and pauses).  
3.13 .62 4.06 .57  3.60 .66 
I communicate in English clearly 
(i.e., understandable to the 
interlocutors).  
3.19 .83 4.13 .62  3.66 .67 
I request repetition or clarification 
when I do not understand what 
other players are saying in English.  
2.69 .6 2.94 .68  2.82 .18 
I use English only to communicate 
with other players.  
3.75 .58 4.50 .52  4.13 .53 
I make an effort to communicate in 
English.  
3.44 1.15 4.63 .62  4.04 .84 
Total Mean 3.24 .39 4.05 .67  3.65 .52 
 
The fourth section, containing both Likert-scale and open-ended questions, was 
designed to elicit participants’ experience of communicating in a computer game 
context, as well as their comments on their progress on TL communication over the 
three computer game sessions. Participants were required to complete this section 
once they had finished the last computer game session only. Regarding participants’ 
experience communicating in English while working on computer game activities, 
they gave a favourable rating to their overall experience (M = 3.8, SD = .40), thus 
suggesting a high level of WTC. Most of the participants claimed that they liked 
communicating in a gaming environment because of the fact that playing and having 
opportunities for language use went together, and enabled them to communicate 
without anxiety or embarrassment. In addition, all of them considered that gameplay 
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helped them improve their TL communication in a number of ways. Here are some of 
the reasons
1
 given by the study participants.  
 
Playing computer games contributes to my comprehension development. If I make no 
effort to understand the quest assignment, NPCs’ dialogues, and contributions from 
other players, I cannot complete the game tasks successfully. 
(Zerotz, Pilot study, 22 December 2009) 
 
I learn more vocabulary from the game and other players. Besides, I have a chance to 
use a variety of new words and language functions and therefore increase my 
language practice. 
(Panzii, Pilot study, 22 December 2009) 
 
Playing games is fun, thus developing more confidence and motivation to use English 
for communication. 
(Funzy, Pilot study, 22 December 2009) 
 
Playing computer games requires instant reaction and communication, so it enhances 
the development of my language fluency. 
(MasumoTo, Pilot study, 22 December 2009) 
 
Playing computer games provides me the opportunity for L2 communication outside 
the classroom.  
(PzMaxGate, Pilot study, 22 December 2009) 
 
However, based on the participants’ responses to open-ended questions, what the 
majority (n = 12) disliked about communicating in English during gameplay was the 
use of abbreviations, emoticons, smileys, simple words, and ungrammatical sentences 
to communicate because they felt that over-use of these would not contribute to their 
accuracy and complexity in TL production.    
                                                 
1
 The reasons were given in participants’ native language and then translated into English by the 
researcher.  
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Figure 3.3 Learners’ perception of their competence in English communication skills 
before and after participating in gaming activities (good, fair, or poor) (N = 16) 
 
There were also some changes in the way participants rated their communication 
skills (see Figure 3.3). In other words, while only 6.2% of participants considered 
their English communication skills as ‘good’ before taking part in the study, 44% 
claimed that their English communication skills had improved over the three 
computer game sessions because gameplay had made them feel relaxed, confident, 
and, in turn, more willing to use the TL. Similarly, my observation of the actual 
communication behaviour of this group showed their improvement in both the 
quantity and quality of their language production. Interestingly, participants who I had 
experienced to be shy in face-to-face classes tended to become less reluctant, show 
increased participation levels, and express themselves in a different way through 
participation in the game. However, participants who still considered their 
communication skills as ‘poor’ after computer game participation reported that they 
did not achieve any improvement because they were unable to stay focused on TL 
communication, but instead tended to concentrate on the game itself. When analysing 
their transcripts, it was found that this group of participants hardly initiated any 
conversations, often delayed their responses to other players, and always used only 


















Good Fair Poor 
Before participation 
After participation 
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3.8 Discussion 
The pilot study revealed interesting findings. Firstly, the differences between voice- 
and text-based chat in computer games are quite marked, as could be expected. Voice-
based chat is generally considered difficult and more demanding, while text-based 
chat might be preferred by participants as it gives them more time to read others’ and 
prepare their own answers (Sykes, 2005; Thorne et al., 2009). Participants using 
voice-based chat during gameplay communicated less and less often, produced a 
greater proportion of incomplete t-units and fewer words, and made more clarification 
requests. Voice-based chat resulted in discourse that was, in some ways, more similar 
to face-to-face communication, especially in greetings, probably because this 
modality offers an environment which is real-time in nature and creates more 
authentic communicative situations for interaction. These findings support the results 
of other chat studies which also reported more communication (Kern, 1995) and more 
formal and complex discourse (Warschauer, 1996a) among learners when engaging in 
text-based chat as opposed to voice-based chat and face-to-face interaction. Similar 
results were also reported in Jepson (2005), who found that in a voice-based chat 
environment learners were more willing to negotiate for meaning and used 
significantly more repair moves than they did in text-based chat.  
 
Perhaps more interesting is the overall high number of turns taken by participants.  
Although there was considerable variation between speakers, generally participants 
communicated quite freely in this online computer game, and increasingly so from 
session 1 to session 3. However, language production was quite inaccurate and neither 
complexity nor accuracy improved from session 1 to session 3. The most likely 
explanation for this is that participants were unable to pay attention to both form and 
meaning at the same time. At first glance, this finding seems to contradict those made 
by Piirainen-Marsh and Tainio (2009). However, in their study, participants did not 
converse in the game, only about the game and were found to repeat input derived 
from the game. In my study, participants met as characters in the game, and therefore 
had to actively participate in a communicative exchange. This poses considerable 
cognitive demand on learners’ language systems (Levelt, 1989), and prevents learners 
from allocating limited resources to both exchanging meaning and paying attention to 
grammar. This seems to be confirmed by the fact that participants produced fewer 
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mistakes in text-based chat than in voice-based chat. Similar results were found by 
Ortega (2009) for text-based chat.  
 
When investigating participants’ WTC, the findings showed that on the whole 
participants were quite prepared to speak in English, and this was confirmed by their 
actual participation in the computer game quests. This finding is more impressive than 
it might seem; students in Thailand are notoriously reticent when it comes to 
communicating in English (Kamprasertwong, 2010) and teachers frequently report 
having great difficulty in encouraging language production in class. The computer 
game environment clearly posed less of a barrier to them, and – an important finding 
– their WTC improved significantly from session 1 to session 3. In other words, not 
only did the computer game provide an attractive environment to participants, but 
interacting in that environment also led them to become more willing to communicate 
in that environment with the proportion of L1 use diminishing over time.  
 
3.9 Changes Resulting from the Pilot Study 
Informed by the findings, participants’ feedback, problems uncovered, and my 
observations and reflection on the overall research procedures, a number of changes 
were deemed necessary before data collection methods were employed in the main 
study. Generally, the changes resulting from the pilot study included: 
 
(1) Changes to the research design  
Fundamentally, the underlying hypothesis of the study was that playing computer 
games could encourage interaction and WTC in the TL. However, by simply 
describing what happened in the game, and by having no comparisons, this was 
deemed not to be powerful enough for me to confidently say whether the obtained 
findings could be attributed to the use of computer games. Although there was 
evidence of improvement, I was unable to confidently make claims about the 
‘effects’ of gameplay, as no specific comparisons were involved. Perhaps the 
positive impact on interaction and WTC might have been the same if the 
participants had not engaged in gameplay. 
 
 




















Figure 3.4 Comparison of the research design for the pilot and main studies 
 
Consequently, in the main study, it was decided to change from a purely 
descriptive to pseudo-empirical research design (see Figure 3.4). In particular, a 
pre-test was needed, involving observation of participants’ interaction in 
traditional, face-to-face communicative activities and measuring its quantity and 
quality, and measurement of their WTC in English in the language classroom. 
This information was then used as baseline data for comparison with participants’ 
interaction and WTC in the game environment, reflecting any differences, and 
thus providing evidence of the effects of gameplay on interaction and WTC in the 
TL for Thai EFL learners.  
 
(2) Changes to WTC measurement 
In the pilot study, the WTC construct was measured through one questionnaire 
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participants after each computer game session ended. However, because of the 
lack of comparative data (i.e., from a non-computer game environment), I was 
unable to demonstrate conclusively whether playing computer games by itself 



























Figure 3.5 Comparison of WTC measurement for pilot and main studies 
 
In the main study, this questionnaire was still used but was modified to exclude 
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willing participants were when it came to communicating in English in the 
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classroom were administered prior to the first computer game session, and the 
questionnaires asking more specific questions relating to WTC in English in a 
computer game setting were administered second after the last computer game 
session (i.e., the 6
th
 session). A comparison between participants’ WTC in a non-
computer game setting and their WTC in the game environment was made to 
allow me to examine any differences and thus determine whether completing the 
computer games played a significant role in the levels of WTC.  
 
In addition to the questionnaires, a) participants’ TL production was collected 
during each game session, and b) their responses to semi-structured interviews 
were analysed. These interviews were carried out after each computer game 
session to allow rich and varied insights into participants’ communicative 
experience in the game. Figure 3.5 summarises graphically the differences in 
WTC measurement conducted in the pilot study and the main study 
 
(3) Inclusion of CALL learner training 
In the pilot study, only one tutorial session on gameplay was provided, but 
training for general computer use and specific applications was not. This was 
because I assumed that the participants, who were IT majors, would have been 
familiar with the applications. Unfortunately, some of them did not know how to 
perform some basic computer operations and most of them had never used Skype 
(which was used as a communication platform when chatting in the game) before, 
which was found to affect their ability to use the study’s tools successfully. In the 
main study, sufficient CALL learner training in four essential domains was 
provided to participants before they were asked to participate in computer game 
activities: technical training, pedagogical training, learner strategy training, and 
psychological preparation. 
 
(4) Improvements to computer game quests 
Only three modified quests were employed in the pilot study. Unfortunately, 
technical issues (i.e., bugs or coding errors in the computer program), game-
design issues (i.e., poor storyline), as well as language-related issues (i.e., 
difficulty of the language used) were observed. As a result, adjustment was 
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necessary for both the existing quests in the pilot study and three additional new 
quests to be used together with the existing ones in the main study.  
 
(5) Inclusion of extra items in the pre-survey questionnaire 
A few items on game-related habits and familiarity with technology were added to 
the pre-survey questionnaire so that I could obtain more data and prepare 
appropriate training for participants.  
 
Seliger and Shohamy (1989) suggest that changes made on the basis of the new 
information obtained from the pilot phase allow modifications to the instruments, and 
thus improvement in the reliability of the data collection procedures. Consequently, it 
was expected that when the main study of this thesis was conducted with the 
necessary changes, its research reliability would be enhanced. 
 
Chapter Summary 
This chapter has discussed the research design and method of the pilot study which 
had been originally intended for the main study. The chapter has also reported the 
findings, which indicated that gameplay had positive effects on both a) the quantity 
and quality of interaction and b) WTC in English. More specifically, it was apparent 
that participants produced a considerable number of words and turns, performed a 
variety of language functions, and used a wide range of linguistic features. 
Nevertheless, the complexity and accuracy of TL output did not improve. 
Questionnaire findings suggested that learners’ WTC appeared to be increased over 
the three computer game sessions. However, lack of comparisons in the pilot study 
was deemed not powerful enough for me to determine whether the findings were 
attributable to the computer game environment. As a result of this pilot study, 
modifications had to be made to the main study; these included changes to the 
research design, changes to WTC measurement, inclusion of CALL learner training, 
improvements to the quests, and inclusion of extra items in the pre-survey 
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This chapter describes the methodology used in the study. It is divided into nine 
sections. First are the research questions and the operationalisations of the variables 
and concepts the study investigated. Second is an explanation of the study’s design 
and procedures. Third is information about the research context and the study’s 
participants, followed by a description of the learner training program. Next, the 
chapter deals with a thorough description of both the face-to-face classes and the 
intervention, how it was incorporated, and the equipment used. The next section 
focuses on the research instruments, including their reliability and validity. The 
chapter concludes with a discussion of the data collection and analysis methods and 
how these aligned with the study’s research questions. 
 
4.1 Research Questions and the Operationalisations of the Relevant Concepts 
The main aim of this study was to investigate the effects of participating in a 
computer game on learner’s interaction and willingness to communicate (WTC) in the 
target language (TL), English, in the context of ‘English as a Foreign Language’ 
(EFL) learning in Thai tertiary education. The following research questions guided me 
through the process of this investigation: 
 
Research Question 1: How does playing computer games affect the a) quantity and 
b) quality of interaction in English of Thai EFL learners? 
 
Research Question 2: How does playing computer games affect Thai EFL learners’ 
willingness to communicate in English? 
 
The study focused on the learner and was a form of ‘pure research’ (Ellis, 2012, p. 3), 
conducted in a real classroom situation. The study fell within the process-product 
paradigm; it concerned itself with the process (participation in the game), the product 
(the quantity and quality of interaction in English and levels of willingness to use the 
language for communication within the game), as well as the connection between the 
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process and the product. The investigation of this process-product study was 
conducted within a hybrid framework of second language acquisition (SLA) and 
learning theories (see Section 1.5 for a full description), allowing me to address 
broader concerns in both language learning and general contexts.  
 
The independent variable in the study, namely the playing of computer games, was 
operationalised as a form of computer-assisted language learning (CALL) activity 
integrated as part of participants’ regular language course (see Section 4.5 for a 
detailed description). For the purpose of my study, the focus was on one computer 
game genre (i.e., MMORPG) since it might have been difficult to talk about computer 
games in general due to differences in structures (i.e., design, story construction), 
participation forms, and types of player interaction, for example. Participation in the 
game was recorded and observed for aspects relating to the effects of gameplay on 
EFL learners’ interaction (involving both quantitative and qualitative evidence) and 
their levels of WTC in English. Existing operationalisations of the study’s two 
dependent variables, that is interaction and WTC, were discussed in detail in Chapter 
2. The following sections then describe how I operationalised these two concepts in 
order to establish the methodology of my own study. 
 
Interaction was broadly operationalised as communication between learners, either 
face-to-face or electronically. In my study, interaction concerned itself mainly with 
interpersonal interaction between non-native speakers (NNPs) of English and it was 
measured both quantitatively and qualitatively. The quantitative analysis looked at the 
amount of communication in English that took place when participants were playing 
computer games, in terms of a) the number of words and b) the number of turns taken. 
The qualitative analysis, on the other hand, addressed specific concerns for TL use in 
computer game activities. Specifically, the qualitative analysis looked at 
characteristics of the communication in which participants were engaged during 
gameplay. These characteristics were operationalised in two categories: functional 
and linguistic characteristics. Section 4.9.1.2 and Table 4.18 provide more details on 
how the quantity and quality of TL interaction were measured.  
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An essential prerequisite for successful interaction is WTC, which was defined, in the 
second language (L2, see Glossary) communication setting, as individual’s “readiness 
to enter into discourse at a particular time with a specific person or persons, using a 
L2 [second language]” (MacIntyre et al., 1998, p. 547). The construct of WTC, from 
my study’s perspective, was operationally defined as an individual’s intention to 
initiate or participate in communication in the target language at a particular 
moment and situation. Intention could be understood and determined through a) 
perceptions of willingness to use English for communication, b) feelings about 
communication in English, in terms of state communicative self-confidence, and c) 
frequency of communication in English. State communicative self-confidence is a 
combination of low levels of state anxiety, especially anxiety about L2 
communication, and sufficient levels of state self-perceived communicative 
competence in the L2. The term ‘state’ here refers to momentary feelings within a 
given situation; that is, when using the L2 for communication. Anxiety about 
communication corresponds to the level of fear or anxiety associated with real or 
anticipated communication (McCroskey, 1977). Self-perceived communicative 
competence is the belief that an individual has an adequate ability to communicate in 
the L2 successfully (McCroskey & Richmond, 1990).  
 
Perceptions of willingness to engage in TL communication, state communicative self-
confidence, and frequency of TL output were the focus of the present study because 
they a) have been hypothesized to be enhanced by a non-threatening environment 
(like, for example, in computer games), b) have received substantial attention from 
researchers conducting empirical studies on this construct, and c) have been 
consistently found to be vital for prediction of individual’s WTC, and, in turn, for 
contribution to successful TL interaction and, ultimately, language acquisition. 
Section 4.8.2 provides more details on the measurement used for the investigation.  
 
4.2 Design and Procedures 
The main study used a different design from the pilot study (described in the previous 
chapter). The main study employed a pseudo-empirical research design with a pre-test 
structure in one intact EFL class. This involved a) discovering participants’ typical 
interaction in English and their levels of willingness to use the language to 
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communicate in class activities beforehand, b) engaging participants in six 
intervention sessions, c) observing and measuring participants’ interaction and WTC 
in English in computer game activities, as well as d) comparing TL interaction (both 
in quantitative and qualitative aspects) and TL WTC between a non-computer game 
setting and a game environment to examine the differences, and, thus, the intervention 
effects. A representation of the research design and procedures of this study is 
provided in Figure 4.1. 
 
Official permission of the institution in which I aimed to conduct my study was 
obtained prior to both the pilot study and the main study. In the main study, I arranged 
a meeting with participants outside class time at the beginning of the course to inform 
them about the study. All participants were given a Participant Information Sheet and 
were asked to sign a Consent Form, in accordance with the University of Canterbury 
Educational Research Human Ethics Committee’s requirements (see Sections G.4 and 
G.5 in Appendix G). Given participants’ language proficiency, I provided a 
translation of the Information Sheet and the Consent Form in their first language, 
Thai, so that it was understandable to them. In addition, as being both the teacher and 
researcher, impartiality was valued and coercion was avoided. More specifically, 
participation was purely voluntary. Participants were made aware of their rights by 
being informed that they might withdraw from participating or decline to answer 
particular questions at any time without penalty and without affecting their grades. 
After the consent was given, participants were asked to complete a pre-survey 
questionnaire (see Section 4.8.1 and Appendix B) and attend CALL learner training 
(see Section 4.4). 
 
During the second and third session of the course, participants were requested to 
participate in face-to-face communicative activities (see Section 4.7 and Table 4.1) in 
which their interaction was digitally recorded to allow the establishment of how 
participants interacted with each other in the TL in a language classroom. 
Participants’ interaction was recorded by the iPhone released by Apple Inc and 
equipped with a voice recording application called ‘voice memo’ which turns this 
smartphone into a digital audio recorder. In addition, participants were asked to 
complete the first set of WTC questionnaires (see Section 4.8.2.1, and Appendix H), 
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allowing me to ascertain how willing they were to communicate in English in class 
activities before participating in computer game activities. The information on how 
participants interacted and felt willing to use English in class activities was then used 
as baseline data for comparisons with participants’ interaction and WTC in English in 
computer game activities. 
 
After completing all the face-to-face sessions of each lesson, participants participated 
in a computer game session with the quest (see Glossary) designed for that lesson. 
There were six computer game sessions altogether, involving real-time text-based chat 
in the first three sessions and real-time voice-based chat in the final three sessions so 
that I could see the interaction in both modalities. The procedures for implementation 
of computer game activities are discussed in detail in Section 4.5.6.  After completion 
of each computer game session, participants’ interaction was observed through their 
chat logs and five of the participants were randomly selected for individual semi-
structured interviews (see Section 4.8.2.3 and Appendix J). The interviews were 
administered with the same participants to provide rich descriptions about their 
communicative experience and their perceptions of WTC in English while 
participating in the game. These five participants were informed about the purpose, 
duration, and conditions of the interview. Furthermore, their permission was digitally 
recorded. 
 
Following the final computer game session (i.e., the 6
th
 session), another set of WTC 
questionnaires (see Appendix I), in which participants were asked more specific 
questions relating to their WTC in English in computer game activities, was 
distributed (see Section 4.8.2.1 and Appendix I). A comparison between the quantity 
and quality of interaction and willingness to interact in English, in face-to-face class 
activities and within computer game activities, was then investigated. This could 
reveal differences and reveal effects of gameplay on EFL learners’ interaction and 


































Figure 4.1 Research design and procedures  
Note. See also Table 4.1 
 
4.2.1 Justifications for the Selected Research Design and Procedures 
In the study, there was only one group of participants - a very common situation in 
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group were not possible. However, it should be noted that my study aimed to move 
away from the determination of the superiority of one setting over another. In other 
words, the main aim here was to investigate how EFL learners interacted in the TL 
and felt willing to do so during gameplay, and how this differed from their interaction 
and WTC in class activities. 
 
Admittedly, carrying out an investigation with only one group of participants, where 
no specific experimental and control groups are involved
2
, could be considered a 
weakness in the design of the study, particularly, in terms of the limitations on the 
claims I can make on the basis of the results. That is, without a control group, I am 
unable to know how participants interact in the TL, or their level of WTC in a 
different setting. As a result, I cannot really argue that the obtained findings are 
attributable to the playing of computer games (although participants might confirm 
that gameplay did help them). It is possible that any changes in participants’ 
interaction and/or WTC would also be observed in the case of participants in a non-
computer game setting.  
 
However, having experimental and control groups proved difficult for me in several 
respects. Firstly, it was difficult for me to control for novelty effects and variables that 
might influence the interpretation of the findings, something that is often the case in a 
real classroom situation in a dynamic, complex educational setting. Secondly, it was 
difficult for me to randomly assign participants from an intact class to either a CALL 
or a conventional group since they had varied academic schedules and participants 
would be unlikely to opt to be in the control group. For this reason, if a control group 
had been involved, it would have been possible to claim that participants who were 
assigned to the control group were less motivated or otherwise different, making a 
comparison impossible. Thirdly, it would have been difficult to control the amount of 
TL input and use between a CALL and a non-CALL condition.  Finally, it would have 
also been very difficult, if not impossible, to control the amount of exposure to games 
                                                 
2
 because of the ethical issue about whether one group of participants would be gaining an advantage 
over the other 
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that learners in both groups would have experienced outside the classroom, as playing 
games is a popular pastime in Thailand.  
 
Although previously popular, comparing differences in learning outcomes resulting 
from CALL and non-CALL instructions is no longer a commonly used design in 
CALL research. This is because such comparative work is not the only serious 
method of showing the benefits of CALL instruction. Instead, CALL studies should 
pay attention to how technology is used rather than CALL as a form of instructional 
delivery in its own. It is now commonly argued that the medium itself is irrelevant but 
it is the method and the content that affect learning (Clark, 1994). An example of a 
study that used the computer simply as a method of delivery was conducted by 
Pederson (1986). She used the computer to deliver a French reading exercise and 
compared the effects of passage availability versus non-availability during the 
answering of comprehension questions on retention of the content of that passage. The 
results showed that non-availability improved retention of the content. The focus of 
her study was thus not on a comparison of CALL versus non-CALL instruction, but 
simply about how different ways of using CALL affected learning.  
 
Another reason why we do not see many studies comparing CALL with non-CALL 
anymore is that the comparative work has been subjected to considerable criticism. 
Chapelle (2003), for instance, argues that comparative CALL studies yield results 
which seem difficult to interpret. This is because their efforts have met with mixed 
results; in some cases CALL instruction was found more beneficial, in others non-
CALL instruction, and in yet others there was no difference. Moreover, comparative 
studies have been criticized for a) being misleading since factors in the two 
environments may differ (Schunk, 2008), and b) for the lack of clarity in “the 
definition, description or control of relevant variables by the researchers” (M Levy, 
2001, p. 7). Likewise, Pederson (1987) argues against comparative studies for not 
being accurately replicable and because close connection of independent and 
dependent variables is difficult, thus making generalisable results difficult to achieve. 
For these reasons, I felt that it would be more beneficial to investigate the computer 
game environment for what it is and what it offers and for what learners are doing as 
they play a game, rather than to make an evaluative comparison with a different 
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environment. Both computer games and other environments have affordances and 
constraints in and of themselves, and it is, in my view, more fruitful to focus on 
identifying what these are.  
 
Comparing two or multiple groups from different educational institutions could be a 
possible solution to make the present study more experimental and allow me to 
examine how gameplay impacted on TL interaction and WTC. However, in practice I 
found the differences between different institutions too big to allow meaningful 
comparisons. Each institution has its own curriculum, its own standards, its own 
materials and teaching methods, its own technical infrastructure, and so on. The 
differences in the students and their levels, their experience with and interest in 
playing computer games, the amount of English learning experience they have and so 
on, was simply too great for me to control for.  
 
Another option would have been a one-group pre-test-post-test design. However, 
administering a post-test was difficult because participants had to complete a term 
project and take several tests during the last two weeks of the course (see Appendix A 
for the course syllabus and lesson plan). It was therefore likely that participants’ 
results would be negatively influenced by having to spend so much time on their 
compulsory exams. A benefit of not employing a pre-test-post-test design, however, 
was that it allowed me to exclude any practice effects from the study, thus improving 
the validity of my study. 
 
4.2.2 Use of Mixed Methods Research Methodology 
Shaped by the purpose of the study, the nature of the research questions, and the 
research design, my study was undertaken in the pragmatic paradigm accompanied by 
mixed methods research, combining quantitative and qualitative data collection 
methods and data analysis procedures. This was to understand the complexity of the 
factors involved (i.e., computer game participation, TL interaction, and willingness to 
use the language for communication) within a single research project. From a 
pragmatist position, an integration of quantitative and qualitative research methods 
and data can be useful to “corroborate (provide convergence in findings), elaborate 
(provide richness and detail), or initiate (offer new interpretations) findings from the 
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other method” (Rossman & Wilson, 1985, p. 627). Mixed methods research is 
becoming an increasingly popular approach in education. In addition, this type of 
method has been deemed to have great potential in most research contexts (Creswell, 
2003; Creswell & Clark, 2011; Dörnyei, 2007). It is therefore worthwhile highlighting 
the value of the mixed research and the fundamental rationale for why this type of 
method was applied in this study. 
 
A mixed methods approach was employed in the study because it has been said to 
have particular value when we want to gain a better understanding of a complex issue 
(Creswell & Clark, 2011; Dörnyei, 2007; Mertens, 2005; Punch, 2009). Mertens 
(2005), in particular, argues that many researchers have an intuitive sense that mixing 
and multiplying the number of research strategies within a single study would broaden 
the scope of the investigation and enrich the researchers’ ability to draw conclusions 
about what is being studied. Punch (2009) makes the same point and argues that it 
would be too hard to find out everything we want to know by employing only one 
approach, and that the scope, depth, and power of research can be maximized by 
mixing the methods. Another important value of a mixing methods research is that by 
supplementing the findings of qualitative investigation with a quantitative approach, 
the external validity of the research outcomes can be improved (Dörnyei, 2007).  
 
This value of a mixed methods approach was applied to the enquiry into the first 
research question of the study by adding a quantitative approach to the findings of 
qualitative investigation. In other words, the analysis of the results was predominately 
descriptive in nature, showing how participants interacted with each other in the TL.  
However, a quantitative analysis was used to tabulate a) the amount of interaction and 
b) the observed frequency of occurrence of certain language features. The value of the 
mixed methods approach was also applied to the investigation into the second 
research question of the study by triangulating quantitative data (i.e., questionnaire 
results and the amount of TL output) and qualitative data (i.e., interview findings) to 
establish different perspectives for the data interpretation and to avoid a one-sided 
view (Richards, 1995). That is to say, I analysed questionnaire, chat, and interview 
data, and then merged the three data sets into a single interpretation. Furthermore, in 
attempting to provide answers for these two research questions, participants’ TL 
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interaction and WTC levels in two environments (classroom vs. computer game) were 
compared statistically, allowing me to test for significant differences and, in turn, the 
intervention effects on the quantity and quality of TL interaction, as well as 
willingness to engage in the interaction. The mixed methods approach was found 
helpful for me to gain the addition of completeness and meaning to the resultant data  
(Marshalle & Rossman, 1995), as well as insight into how much impact gameplay 
would have on EFL learners’ interaction and WTC in the TL, both the individual and 
the broader context.  
 
4.3 The Research Context and Participants 
This section is mainly concerned with two matters: the first is the setting in which the 
study took place, and the second deals with detailed information about the study 
participants. 
 
4.3.1 The Research Context 
The study was carried out during a 15-week course of English for Information 
Technology (IT) 1, which ran from June 7 to September 16, 2010. The course was 
offered to third-year undergraduate students from the School of Information 
Technology at Dhurakij Pundit University (DPU), a Thai private university which was 
established in 1968 and is now recognized as a high-ranking private university in 
Thailand. The course was designed and taught by me, the teacher who was also the 
researcher. The focus of the course lay primarily in all-round skills development (i.e., 
reading, listening, speaking, writing, and grammar) and practical English 
communication skills practice, guided by the commercial textbook ‘Oxford English 
for Information Technology’ (Glendinning & McEwan, 2006) featuring specialist 
content in IT and activities designed for pair and group work such as role-plays and 
discussions. The classes met for two sessions of one and half hours per week and were 
taught entirely in English.  
 
The intervention, the playing of the commercial MMORPG Ragnarok Online
©
, was 
implemented as a form of CALL activity during 20 percent of the total class hours. 
The game was integrated as part of participants’ regular language course as a lesson 
review session delivered after completion of each unit (see Section 4.5 for a detailed 
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description). The course covered seven lessons: Lesson 1/Unit 1 Computer Users, 
Lesson 2/Unit 2 Computer Architecture, Lesson 3/Unit 3 Computer Applications, 
Lesson 4/Unit 4 Peripherals, Lesson5/Unit 6 Operating Systems, Lesson6/Unit 8 
Applications Programs, and Lesson7/Unit 11 Networks. However, only six review 
sessions were scheduled since a review session for Unit 4 was reserved for a mid-term 
exam review session. There were therefore six computer game sessions, lasting one 
and half hours each (taking, altogether, nine hours). The class schedule is displayed in 
Table 4.1 and the detailed course information is given in Appendix A. 
 






Lesson1/Unit 1: Face-to-face session* 
2/1 Lesson1/Unit1: Face-to-face session* 
2/2 Lesson1/Unit 1: Face-to-face session 
3/1 
3/2 
Lesson1/Unit1: Computer game session 1 
Lesson2/Unit 2: Face-to-face session 
4/1 
4/2 
Lesson2/Unit 2: Face-to-face session 
Lesson2/Unit 2: Face-to-face session 
5/1 
5/2 
Lesson2/Unit2: Computer game session 2 
Lesson3/Unit 3: Face-to-face session 
6/1 
6/2 
Lesson3/Unit 3: Face-to-face session 
Lesson3/Unit3: Computer game session 3 
7/1 
7/2 
Lesson4/Unit 4: Face-to-face session 
Lesson4/Unit 4: Face-to-face session 
8/1 
8/2 
Lesson4/Unit 4: Face-to-face session 




Lesson5/Unit 6: Face-to-face session 
Lesson5/Unit 6: Face-to-face session 
10/1 
10/2 
Lesson5/Unit 6: Computer game session 4 
Lesson6/Unit 8: Face-to-face session 
11/1 
11/2 
Lesson6/Unit 8: Face-to-face session 
Lesson6/Unit 8: Face-to-face session 
12/1 
12/2 
Lesson6/Unit 8: Computer game session 5 
Lesson7/Unit 11: Face-to-face session 
(continued) 
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Lesson7/Unit 11: Face-to-face session 








Final exam revision session 
Final examination 
Note. *Two face-to-face communicative activities were recorded during these two 
sessions. 
 
Face-to-face sessions were conducted in a regular classroom, while intervention 
sessions met in a CALL lab located on the mezzanine floor of the Self-Access 
Language Learning Centre (SALLC) at the university. The lab was equipped with 80 
brand new computers, good quality peripherals, as well as an ICT system with 
sufficient capacity to support both the computer game server and the hardware and 
software applications required for the study (see Figure 4.2).  
 
 
Figure 4.2 A CALL lab in the Self-Access Language Learning Centre (SALLC) in 
which the computer game sessions took place 
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4.3.2 Participants 
A convenience sampling method was used to collect prospective participants. The 
study was conducted with 30 Thai EFL learners at DPU. I was fortunate to have all 
students from one intact class agree to participate. All participants were third-year 
students majoring in IT. Their participation was voluntary and in no way affected 
their course grades. Moreover, no incentive was offered. 
 
4.3.2.1 Justifications for Selection of Participants 
In addition to using convenience sampling as the primary means of participant 
selection, the participants were selected for this study for three reasons. Firstly, 
because of their qualifications, they were expected to be experienced in playing 
games, and the results of the study would therefore be less likely to be affected by 
novelty and training effects. Secondly, like all typical EFL learners in Thai 
universities, many  DPU students lack self-confidence, have low motivation to 
succeed in learning English, need to be coerced into learning English, and have low 
levels of English proficiency, as reported by Vongvipanond (2004) on the basis of 
DPU learner profiles. Thirdly, the teaching of English at DPU requires English 
teachers to help their students to get exposure to and make use of the TL through 
technologies because an increasing number of DPU students seem to be acquainted 
with the use of computers and electronic communication in both work and play 
(Vongvipanond, ibid). Unfortunately, the use of technologies in this institution does 
not always lead to changes in learners’ use of the L2, their language learning process, 
and thus language acquisition. In response to DPU’s declared intention to investigate 
and support alternative ways of facilitating students’ success in language learning, 
conducting the study with DPU students posed an exciting challenge to me. 
 
4.3.2.2 Participant Background 
Participants completed a pre-survey questionnaire (see Appendix B). Nineteen of the 
participants were male and 11 were female, aged between 19 and 23. Figure 4.3 
illustrates the number of male and female participants and Figure 4.4 shows the 
number of participants of each year of age.  
 
 









Figure 4.4 Ages in years of the participants (N = 30) 
 
All participants had attended three general English courses as compulsory courses 
during three consecutive semesters of the academic years 2008 and 2009, when 
participants were in their first and second year respectively. Then, in their third year at 
63.3% (n = 19) 
33.7% (n = 11) 











Age 19 20 21 22 23 
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the university, they were required to enrol in a course of English for IT 1 in the first 
semester of the academic year 2010. 
 
Participants had different English language proficiency levels, ranging from 
elementary to advanced, as shown by their standardized test scores on Dhurakij Pundit 
University Test of English Proficiency (DPU-TEP), which assesses listening, reading, 
and writing (but not speaking) ability. More specifically, the study involved 13 
elementary students, 8 lower intermediate students, 7 upper intermediate students, and 
2 advanced students (see Table 4.2). The reason for this range of proficiency levels 
was that this course was only offered once during the academic year. The criteria used 
to judge the proficiency level of the students were based on the scoring criteria 
applied by DPU-TEP as shown in Table 4.2.  
 
Table 4.2 
DPU-TEP Score Interpretation 
DPU-TEP Level Points 
Number of 





A1: Beginner  0 - 20 - 
Low A2: Elementary  21 - 40 13 
B1: Lower Intermediate  41 - 60 8 
B2: Upper Intermediate  61 - 80 7 
High C1: Advanced  81 - 100 2 
C2: Very Advanced  101 - 120 - 
Total Number of Students 30  
 
Responses to a pre-survey questionnaire indicated that participants had fairly 
homogenous language backgrounds; all of them were native Thai speakers without 
experience of living or working in an English-speaking country. The majority had 
studied English since they entered elementary school for age groups 6 to 11. At the 
time of the study, participants had studied English for an average of 14 years. 
However, most indicated that their use of and exposure to the TL was limited and 
took place exclusively in the English classroom. Eighty percent (n = 24) of the 
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participants reported that they had no other contact at all with English apart from 
formal classes, while 20 percent (n = 6) indicated that they were occasionally exposed 
to the TL outside the classroom through authentic media, in particular by watching 
movies in English. Despite their exposure to the TL outside the class, these six 
participants were still included in the study because their English use was limited to 
less than three hours per month, and most of the exposure was accompanied by text 
resources such as Thai subtitles or translations.  
 
When participants were asked to evaluate their abilities to communicate in English, 80 
percent of them (n = 24) rated themselves as being ‘poor’, while 20 percent of them (n 
= 6) rated their level as ‘fair’. Therefore, these self-ratings could indicate that 
participants generally had a low level of English communication skills. Table 4.3 
provides the language background information of each participant. It should be noted 
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15 No   - Fair 
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Lower Inter 
Low /  
Fair user 
Low 






12 No   - Poor 
Note. 
a
Participants were asked to participate anonymously under their game character names. 
          
b
Activities             = Watching English movies   =  Listening to English music 
              =  Reading English newspapers 
 
 
As can be seen from the above table, it was likely that some of the participants (e.g., 
p.eaN.ut and iRutty) were not capable of making accurate assessment on their own 
English communication skills. Consequently, it was difficult for me to certify how 
well they could communicate in the TL. It was apparent from their evaluation that 
some of them appeared to overestimate their abilities in communicating in English, 
while others tended to have no confidence in their own performance. For this reason, 
a speaking test involving individual interview tasks (i.e., asking some simple personal 
questions on everyday familiar topics, such as study, where you live, food, friends, 
holidays, sports, hobbies, and family) was administered to obtain a measure of 
participants’ speaking proficiency. The test was adapted from the speaking part of 
Dhurakij Pundit University English Language Test (DPU-ELT), and it was conducted 
and evaluated by an appropriately qualified native speaker. Figure 4.5 demonstrates 
an interview session during the speaking test. 
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Figure 4.5 An interview session during a speaking test (picture used with permission 
of the speaking test examiner and the participant)  
 
The speaking test results clearly indicated that participants’ self-rated communication 
skills were generally inconsistent with their actual communication skills. In other 
words, participants who had rated themselves as ‘poor’ tested as ‘average’ to ‘fair.’ 
The speaking test results did, however, confirm that participants, in general, had a 
‘low’ level of English communication skills, while only one of them (i.e., Alphabeat) 
scored at the ‘very good’ level. The criteria used to judge the speaking proficiency 
level of participants were based on the scoring criteria applied by DPU-ELT, as 
presented in Table 4.4.  
 
According to DPU-ELT Proficiency Guidelines, ‘fair’ learners are able to understand 
and use language to meet survival and routine needs. In general, they can answer and 
ask simple questions and use phrases or short sentences, but the delivery is often slow 
because of frequent hesitations. Occasionally, they have difficulties in comprehending 
and expressing certain ideas, but they are able to guess the meaning from the context.  
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Table 4.4 






Number of Students 
at This Level 
Level of Speaking 
Proficiency 
Level 1: Poor user 0 - 9 5 
Low 
Level 2: Fair user 10-17 19 
Level 3: Good user 18-25 5 
High 
Level 4: Very good user 26-30 1 
Total Number of Students 30  
Note. 
a
0-10 points converted to 0-30 score scale 
 
Responses to a pre-survey questionnaire also indicated that participants were similar 
with regard to game-related habits and experiences, and their familiarity with 
computer games and synchronous communication tools. All participants had previous 
experience playing computer games, particularly MMORPGs. It was therefore 
reasonable to expect minimal novelty and training effects. The important information 
in relation to this aspect is summarized in Table 4.5. 
 
Table 4.5 
Information about Participants’ Game-Related Habits and Experiences 
Years of game 
playing 
Mean 7.30  years      Range 1 – 12 
Time spent each 
week playing 
games   




in playing each 









MMORPG (16 Ragnarok Online
©
, played in 




Sport    
Music game 
Puzzle    
(continued) 
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in playing each 






Action     
Role-playing 
Platform 
Top-5 game genre 
preference 
MMORPG, Strategy, Sport, Role-playing, Puzzle (in order of 
preference) 
 
Furthermore, 93.3 percent (n = 28) of participants perceived playing computer games 
as being helpful to English learning, particularly for vocabulary acquisition, language 
skills practice, and opportunities for L2 use. However, only 6.7 percent (n = 2) of 
them thought that the activity could not help them to learn English if the focus of the 
gameplay was solely on winning, gaining experiences, and obtaining new items. All 
participants were also found proficient enough with typing skills in English and 
familiar enough with synchronous communication to be able to readily engage in 
interaction during gameplay. Nevertheless, technical support was requested by most 
participants (n = 17) to gain more confidence and abilities in utilizing the tools 
appropriately. Finally, the pre-survey results revealed that participants, in general, 
held relatively positive expectations of the development of L2 communication during 
gameplay (M = 3.73, SD =. 201), as reported in Table 4.6. 
 
Table 4.6 







17. I think that some computer games can 
increase the amount of talk in English. 
3.50 1.009 Agree 
18. I think that some computer games can 
increase the amount of written 
communication in English. 
3.73 .907 Agree 
(continued) 
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19. I think that some computer games help 
me improve my reading. 
3.97 .928 Agree 
20. I think that communicating in a 
computer game context is less anxious 
than in the classroom. 
3.97 .964 Agree 
21. I think that some computer games could 
be motivating for me to practice 
communicating in English. 
3.57 .971 Agree 
22. I think that some computer games 
provide opportunities to interact with 
native speakers. 
3.63 1.129 Agree 
Total 3.73 .201 Agree 
Note. 
a
The interpretation was based on the following criteria: 4.50-5.00 = Strongly 
agree, 3.50-4.49 = Agree, 2.50-3.49= Neutral/ No opinion, 1.50-2.49 = Disagree, 
1.00-1.49 = Strongly disagree  
 
4.4 CALL Learner Training 
Hubbard (2004) suggests that language teachers should not let their students work in a 
new CALL learning environment unprepared, and that CALL learner training should 
be offered for their effective use of CALL materials. In light of this suggestion, CALL 
learner training in several essential areas, serving not only to prepare the learner but 
also the teacher, was provided for the study participants. The major aim of this 
orientation was to prepare and guide participants to use technology tools in ways that 
were appropriate and effective for accomplishing the assigned CALL tasks. 
Moreover, the training was aimed to help participants to become more active, 
confident, comfortable and independent when participating in game environments. 
Below I will describe my applied practice of and considerations for the provision of 
CALL learner training. 
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4.4.1 Justifications for CALL Learner Training  
The present study drew on Hubbard’s (2004) guidelines for CALL learner training. 
Overall, the reasons for giving participants CALL learning training were both 
practical and pedagogical. Not all participants were ready or prepared for a new 
CALL learning environment, as shown by the results of the pre-survey questionnaire. 
Consequently, the provision of CALL learner training was expected to minimize the 
amount of time that learners spent focusing on technical issues or struggling with the 
technology, while engaged in the computer game tasks. The provision of CALL was 
also expected to alleviate the pressure on participants to participate in computer game 
activities, thus minimizing the possibility of differences between participants. The 
pedagogical rationale, on the other hand, was to help participants realise the full 
potential of the offered CALL activities and understand how they could be used for 
language learning.  
 
As mentioned earlier, the framework for CALL learner training in the present study 
was mainly adapted from that of Hubbard (2004), recognising three important 
domains of learner training: technical training, pedagogical training, and learner 
strategy training. However, not only do learners need to have abilities to use the 
language and the technology, but they should also be encouraged to become 
interested, willing and confident in using it. To this end, the psychological preparation 
suggested by Dickinson (1987) was also included. Figure 4.6 shows the framework 
for CALL learner training in the present study. More details regarding each area of the 
training are described in each separate section with reference to the CALL learner 
training framework. 
 
Prior to the CALL learner training, the purpose of the training, the significance of the 
outcomes, and the reason for the learner training were explained to the participants. 
Those who had indicated on the pre-study survey that they knew how to use the 
study’s tools were encouraged to participate also, to ensure they were familiar with 
the game and the chat interface, and the procedures. These participants’ training 
attendance was expected to be beneficial to a) their peers, who could learn from them, 
and to b) themselves, since they might not have been aware that they lacked some of 
the required skills. All the training sessions were conducted in participants’ native 
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language and took place in the first two weeks of the course outside regular class 
time. Table 4.12 outlines the training schedule and maps the activities against the 


























Figure 4.6 The framework for CALL learner training (adapted from Hubbard, 2004 
and Dickinson, 1987) 
 
4.4.2 Psychological Preparation 
Psychological preparation, based on Dickinson’s (1987) conceptual framework, was 
supplied to participants in the first stage of the training process to prepare them for the 
adaptation to and acceptance of the study’s selected technology and its integration 
into the English language classroom. Lesson and activities designed for each objective 







• Change learners’ 
attitudes 
 












• Provide learners 

















• Give learners 
teacher training  
• Use a cyclic 
approach  
• Use a collaborative 
debriefing  




• Provide learners 
with 
communication 
strategy training  
CALL Learner Training 
 
 METHODOLOGY  111 
Table 4.7 
Psychological Preparation Plan 
Lesson1: Psychological Preparation 
( 2 Sessions: 1 Hour/Session) 
Objective 
Session 1: Computer Games & Language 
Learning 
 Giving participants opportunities to reflect on 
their own feelings about and attitudes towards 
playing computer games and using them in the 
language classroom. 
 
 To develop participants’ positive 
attitudes towards playing 
computer games and using them 
in language learning. 
Session 2: MMORPG Participation Experience 
 Getting participants to engage in computer 
game activities. 
 
 To build participants’ confidence 
in their abilities to work 
independently and successfully 
during computer game sessions.  
 
4.4.3 Technical Training 
Jones (2001) considers that an absence of technical support is a major constraint on 
the potential success of CALL activities. A number of studies (Barrette, 2001; 
Hubbard, 2004; Kabata & Wiebe, 2005; Winke & Goertler, 2008) have discussed the 
need for and the value of the provision of technical training for learners before CALL 
activities are integrated into language courses. Guided by Hubbard (2004), technical 
training in my study, then, involved giving participants guidance on and support for 
how to function and control both general and specific applications on the computer 
prior to the study. Additional technical assistance and support were also provided 
upon individual participants’ requests throughout the study period to facilitate their 
use of the computer and the applications, as well as their participation in the game 
environment. This training was given at a CALL lab in the university’s SALLC. 
Support from a) the SALLC staff was also available for technical issues and from b) 
the researcher’s colleagues for language-related issues.  
 
4.4.3.1 General Computer Training 
General computer training was provided for participants to allow them opportunities 
to develop and practise basic computer skills necessary to be used along with the 
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study’s selected technology tools. The provision of the training was, however, done 
on an individual basis, because participants were IT major students who were 
assumed to have prior experience and high comfort levels with the use of technology, 
and, consequently, to be already computer proficient. In other words, this training 
session was only given to 17 participants who reported a need for technical support, 
and those who were recognized during the MMORPG participation experience 
activity as needing further training. In this training session, participants were 
introduced to computer components and devices. They were also given hands-on 
practice covering some basic computing skills. The primary objective of this training 
was to improve participants’ basic skills necessary for the operation of the computer 
technology while engaged in computer game activities. The content of general 
computer training is explained in the following table.  
 
Table 4.8 
Technical Training Plan: General Computer Training 
Lesson2: General Computer Training 
( 2 Sessions: 1 Hour/Session) 
Objective 
Session 1: Keyboarding and typing skills
a
 
 Keyboarding and typing skills 
 
 
 To help participants master 
keyboarding and typing skills. 
Session 2: Essential computer skills 
 Computer peripheral configuration (i.e. setting up 
headphone and microphone, adjusting the volume, 
adjusting monitor settings) 
 Computer operation (i.e. name and save files in an 
appropriate folder/directory, use multiple 
windows  
 Troubleshooting (i.e. fix network and peripheral 
connection problems) 
 
 To improve participants’ basic 
technical knowledge of 
functioning a computer. 
Note.
 a
Additional training for keyboarding and typing skills was provided on an ongoing basis 
upon individual participants’ request. For participants who expressed the need but found 
attending the training provided at the university inconvenient, websites training keyboarding 
and typing skills were recommended for self-practice. 
 
 METHODOLOGY  113 
4.4.3.2 Training for Specific Applications 
Training for specific applications was provided for participants to equip them with 
adequate and appropriate skills in using specialized applications: computer game (i.e., 
commercial MMORPG Ragnarok Online
©
, see Section 4.5), communication software 
(i.e., Skype), and recording software (i.e., Pamela for Skype), and to ensure that they 
could overcome technical problems they might encounter. I initially provided 
scaffolding for participants by providing step-by-step instructions. I then slowly 
removed the scaffolding by only providing brief description, allowing participants to 
experience each selected application as a group for some time, and then letting them 
experiment independently.  
 
The objective of this training session was to help participants acclimatize themselves 
to the game and the related applications. This, in turn, helped participants to avoid 
frustration and anxiety, to feel comfortable in the new CALL environment, and, 
consequently, to be able to complete the assigned tasks. The content of training for 
specific applications is listed in Table 4.9.  
 
Table 4.9 
Technical Training Plan: Training for Specific Applications 
Lesson3: Training for Specific Applications 
(3 Sessions: 1.30 Hour/Session) 
Objective 
Session 1: Communication software (Skype) 
 Open and close an application. 
 Recognize interface and typical features of an 
application. 
 Function an application. 
 Troubleshoot software problems.  
 
 To build up participants’ 
expertise and confidence using 
Skype as an additional 
communication tool used during 
gameplay.  
Session 2: Recording software (Pamela for Skype) 
 Open and close an application. 
 Recognize interface and typical features of an 
application. 
 Function an application. 
 Troubleshoot software problems. 
 
 To build up participants’ 
expertise and confidence using 
Pamela for Skype to record their 
Skype conversations. 
(continued) 
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Table 4.9 (continued) 
Lesson3: Training for Specific Applications 
(3 Sessions: 1.30 Hour/Session) 
Objective 
Session 3: Computer game (Ragnarok Online
©
) 
 Explore game interface and environment. 
 Learn rules of the game 
 Gameplay (i.e. how to start the game, create a 
character, manipulate a character, interact with 
the game,  interact with other players in the game 
and via a chat system, move around, use objects 
and keyboard shortcuts, understand what is 
expected to happen and what participants are 
expected to do).  
 Troubleshoot game server problem. 
 
 To build up participants’ 
expertise and confidence 
playing the game. 
 
‘Personally experiencing CALL’ is Hubbard’s (2004) first principle for learner 
training. I therefore spent a great deal of time learning game terms and trying the 
study’s specific applications to obtain a clearer picture of what participants would 
experience, and to identify any potential technical and language-specific problems 
they were likely to encounter before I began the main study and introduced them to 
the study’s CALL activities. Without this first-hand experience, it would have been 
difficult for me to provide participants with appropriate and immediate assistance 
during CALL learner training and computer game sessions. 
 
In the first 15 minutes of the training for the computer game session, in particular, 
participants were informed about theories behind learning the L2 through interaction. 
These included pedagogical benefits of computer games for learning, in general, and 
for learning a language, in particular; existing findings of the effects of gameplay on 
L2 acquisition; and a brief overview of potential benefits participants were likely to 
obtain as they interacted with each other in a computer game setting. Theoretically, 
this was motivated by Hubbard’s (ibid) second principle, giving learners teacher 
training. In addition, a clear rationale for why a computer game was used in the 
present study, together with the study expectations (i.e., what to do and when during 
gameplay) were clearly stated to participants. Furthermore, before participants were 
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allowed to start experiencing gameplay, ground rules for communication (e.g., 
appropriate ‘etiquette’) and collaboration (e.g., difference between collaboration and 
cheating), as advised by (Whitton, 2010, p. 81), were set, and things participants could 
and could not perform as players (e.g., do’s and don’ts) were explained.  
 
To avoid overloading participants and to make CALL learner training valuable, I used 
a cyclic approach, Hubbard’s (ibid) third principle. That is to say, participants were 
given small chunks of training content for each stage of guidance and they were, then, 
gradually introduced to new content when they were recognized as a) familiar with 
the applications, b) comfortable with basic learning with them, and c) ready to acquire 
more complex knowledge. In addition, a week prior to the start of the first computer 
game session, an additional training session for specific applications was rescheduled 
as a review session before the start of the fourth computer game session in order to 
remind participants of important points they might have forgotten over time. 
Moreover, participants could a) undergo additional training throughout the study’s 
intervention period as needed and b) review the summary of the training posted in the 
teacher/researcher’s DPU Learning Support System (DPULSS) to refer back to the 
content of the training at any time in order to enhance the cyclic nature of the training. 
Three participants requested additional training face-to-face and two indicated the 
need to review the summary of the training from DPULSS on their own. 
 
During the training for specific applications, participants were given a step-by-step 
instruction sheet in their native language. They were also offered choices to work with 
the applications, either individually (see Figure 4.7) or in pairs or small groups. 
Participants who knew less were placed with those who knew more for peer training 
because I assumed that the latter would be willing helpers. In the computer game 
training session, in particular, I entered the game to observe participants’ interaction, 
and to play the role of guide in order to provide support when they got frustrated and 
point them in the right direction within the game. I also participated in the chat 
communication to scaffold the conversations when necessary. This was really helpful 
for me to identify difficulties participants were having and to find out appropriate 
solutions.  
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Figure 4.7 Training for specific applications (picture used with permission of the 
participant) 
 
In accordance with Hubbard’s (ibid) fifth principle, teaching general exploitation 
strategies, once the computer game training session was completed, participants were 
shown how they could take advantage of learning opportunities offered in the game, 
and generalize themselves for other language learning purposes and real life practice. 
The transcripts of participants’ chat conversations during gameplay were displayed on 
the projector screen to encourage them to notice language features they had produced 
and any mistakes they had made, and to reflect on their communicative performance 
while chatting in the game. Participants were then advised that monitoring their own 
output and noticing mistakes can contribute to language learning. In addition, 
participants were helped to become aware that their real-time written and spoken chat 
in the game can help them develop fluency and speaking abilities because of the close 
resemblance between online chatting and face-to-face communication. Participants 
were also helped to notice strategies such as communication and social strategies they 
had already used or might use in the future so that they could apply them to interact in 
English with friends across the world as part of their everyday lives. According to 
Thanasoulas (2000), it is imperative for teachers to help their students notice the 
strategies they already use or may possibly use if they want to help the students 
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control their own learning effectively. Even though communication in the game 
demanded spontaneity and an informal style of conversation exchange in order to 
facilitate real-time interaction, participants were urged to avoid using too many 
emoticons, symbols, abbreviations, acronyms, and first language to improve their TL 
use. In addition, participants were encouraged to read in-game dialogues carefully but 




Figure 4.8 Collaborative debriefing activities (picture used with permission of the 
participants)  
 
At the end of each training for specific applications session, collaborative debriefings, 
the fourth principle recommended by Hubbard (ibid), were incorporated. That is, 
participants were asked to discuss, in pairs, their feelings, successes, and failures 
when dealing with the assigned CALL tasks and applications (see Figure 4.8). 
Participants were also asked to share their individual experiences of how the TL was 
used and learnt during gameplay, together with the strategies employed to progress in 
both technical and language use domains. I ended the debriefing sessions by 
highlighting that the goal of the study’s CALL activities was not just to focus on the 
practice of the language skills or the lessons learnt from the course. The goal was also 
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for participants to have opportunities to use the TL for authentic communication 
(through interaction with other game participants and through interaction with the 
game), become willing to interact in English, and practise language skills and many 
types of communication. The collaborative debriefing activities were conducted in 
two reading rooms next to the CALL lab for convenience purposes, as they offered 
proper seating and more space than the CALL lab.  
 
4.4.4 Pedagogical Training 
According to Hubbard’s (2004) CALL learner training should not only be centred on 
technical aspects but also on pedagogical ones, that is, training learners in the 
pedagogical uses of CALL. Providing pedagogical training for learners can help them, 
through certain techniques and procedures, to use CALL effectively and gain clearer 
understanding of why CALL can be used for language use and learning opportunities. 
Hubbard states that it is teachers’ responsibility to see that their students are able to 
make informed decisions about how to use computer resources effectively to meet 
their learning objective (ibid). Unfortunately, there is little CALL literature reporting 
that teachers provide their students with learner training in the pedagogical area 
necessary to help them make informed choices while interacting with CALL materials 
(O’Bryan, 2008). In my study, Hubbard’s (ibid) five principles of pedagogical 
training - experience CALL yourself, give learners teacher training, use a cyclic 
approach, use collaborative debriefings, teach general exploitation strategies - were 
embedded within technical training activities (see Section 4.4.3.2).  Implementation of 
the principles is summarized in the following table.  
 
Table 4.10 
Implementation of Hubbard’s (2004) Five Principles for Learner Training for CALL 
Suggested Principles Implementation 
Experience CALL yourself  Teacher-Researcher personally experienced this 
study’s CALL applications prior to the study. 
Give learners teacher training  Participants were offered a corollary (e.g. theory, 
research findings) prior to computer game training 
session.  
(continued) 
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Table 4.10 (continued) 
Suggested Principles Implementation 
Use a cyclic approach  Participants received small chunks of training content 
at a time, additional training, and summary of the 
training for review purposes.  
Use collaborative debriefings  Participants shared their feelings, experience, and 
employed strategies after they completed training 
sessions. 
Teach general exploitation 
strategies 
 Participants were helped to generalize strategies 
learned for additional practice.  
  
 
4.4.5 Learner Strategy Training 
As training learners to use effective strategies has been found valuable to many areas 
of language learning, Hubbard (2004) points out that this kind of training should work 
well in CALL as well.  In recognition of this, the present study gave learner strategy 
training to participants, with the aim to provide them with strategies and skills that 
they could employ for successful interaction while engaged in the study’s CALL 
tasks. Communication is one of central principles of MMORPG participation; players 
are expected to communicate and work collaboratively with others via a chat program 
to achieve certain goals in particular situations and progress throughout the game. 
Consequently, participants were given training in English communication strategies to 
facilitate their interaction in the TL in the game, help them become confident and 
actively involved as participants in authentic communication, and prevent them from 
feeling isolated.  
 
Communication strategy training was deemed to be essential because it could aid 
participants, who in general had limited English proficiency and a low level of 
communication skills (see Tables 4.2 and 4.4) and insufficient exposure to the English 
language on a daily basis (see Tables 4.3), in acquiring fundamental abilities 
necessary to grasp TL use opportunities, participate in and maintain a steady TL 
interaction, and, in turn, accomplish the assigned tasks. Without such strategies, when 
asked to communicate, participants would be likely to be reluctant to do so, and tend 
to avoid taking risks using the TL and participating in particular conversation 
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situations in the game. Admittedly, communication strategies could have been taught 
and established from participants’ previous language classes, and they could be 
acquired and fostered during interaction in the game when they were needed. 
Nonetheless, the strategies should be reviewed for effective use, and they needed to be 
tailored to online interaction which might, to a certain extent, be different from a 
traditional language learning environment. 
 
Communication strategy training activities were based on participants’ actual 
proficiency, as determined by their current use of strategies during the speaking test 
and their participation in communicative activities in the first lesson of the course. 
The training was also set within situations commonly taking place in MMORPGs in 
order to allow contextualized strategy practice. In addition, frequently-used strategies 
for communication in MMROPGs were trained separately but practised in 
combinations. This was based on the justification that we normally use strategies in 
combinations to complete a task, and that learning strategies, when being used, are 
complex behaviours that rarely occur as single instances (Chamot, Barnhardt, El-
Dinary, & Robbins, 1999). Chamot and Rubin (1994) strongly argue that strategies 
are the most useful when employed effectively together so that success depends on the 
effective management of a repertoire of strategies, not on the use of an individual 
strategy. I therefore determined communication strategies that participants should 
need for multiplayer game participation, learnt about communication situations and 
cooperation principles within the game, and used the situations and principles to 
design and lead strategy training activities.   
 
Table 4.11 gives an overview of the content of learner strategy training. It should be 
noted that the training mainly focused on strategies for synchronous text chat, and that 
it was conducted in only one session prior to the study’s intervention due to limited 
available time to participants. More specific communication strategies for real-time 
voice conversation; on the other hand, were taught together with each lesson of the 
course participants were expected to attend. Appendix D provides full details of the 
learner strategy training.  
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Table 4.11 
Learner Strategy Training 
Lesson 2: Learner Strategy Training 




 Understanding & conveying the 
message (asking for clarification, 
comprehension checks, confirmation 
checks, compensatory strategies) 
 
 To help participants know strategies to 
facilitate their L2 interaction in the game, 
become confident and actively involved as 
participants in authentic communication in 




4.4.6 CALL Learner Training Schedule 
CALL learner training was scheduled in Weeks 1, 2 and 9 and conducted out of 
regular class time (see Table 4.12). Before the training was scheduled, a discussion 
with participants was arranged at the first meeting to find out their convenient time 
and preferred amount of time for each training session so that the training schedule 
would not bother them. While training for specific applications (i.e., communication 
software, recording software, and computer game) and learner strategy training lasted 
90 minutes each, other training sessions took only 60 minutes each. CALL learner 
training was finished by Week 2. Individual participants could, nevertheless, request 
additional training, either individually with me or in small groups, at any time during 
the subsequent 11 weeks. As mentioned earlier, the need for more training was 
indicated by five participants.  
 
Table 4.12 





(see Figure 4.6) 
(Teacher) Personally experience the 
study’ s CALL applications 
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(see Figure 4.6) 
Computer Games & Language Learning Week 1: 9 June Psychological 
preparation MMORPG Participation Experience Week 1: 10 June 
Keyboarding and typing skills Week 1: 11 June 
Technical and 
Pedagogical Training 
Essential computer skills Week 2: 14 June 
Communication Software Week 2: 15 June 
Recording Software Week 2: 16 June 
Computer Game Week 2: 17 June 
Communication Strategies Week 2: 18 June 
Learner Strategy 
Training 
Computer Game Session 1 
Computer Game Session 2 
Week 3: 21 June 
Week 5: 5 July  
 
Computer Game Session 3 Week 6: 15 July   
Communication & Recording Software  Week 9: 6 August Technical and 
Pedagogical Training Computer Game
a 
 Week 9: 6 August 
Computer Game Session 4 Week 10: 9 August   
Computer Game Session 5 Week12:23 August  
Computer Game Session 6 Week 13: 2 September  
Note. 
a
Training was rescheduled as a review session. Attendance was not 
compulsory. 
 
4.5 Intervention   
In the study, a commercial MMORPG Ragnarok Online
©
 was used as a form of 
CALL activity and incorporated into participants’ regular language course. This 
section describes information about the game and addresses substantive issues 
associated with the application of the game in my own teaching practice. Specifically, 
these issues include a rationale for the use of a commercially produced game, 
explanation of how the game was adapted, objectives of the computer game activities, 
and a description of the six modified quests (see Glossary). Finally, I describe the 
procedures for the implementation of the game in the classroom. 
 




Ragnarok Online is a widely played game in many countries around the world and has 
had a lot of success since it was launched in 2002. The game was developed by 
Gravity Interactive based in South Korea, and was released in Thailand by Asiasoft 
Corporation Public Company Limited. According to the official Ragnarok Online
©
 
website, the game is an MMORPG with a large 3D environment to explore 2D sprites 
as characters, including background music. The game takes place in a fantasy and 
adventure world inspired by Norse mythology and a popular Korean comic series 
authored by Korea’s famous cartoonist Lee Myung-jin. Like most MMORPGs, the 
real-time simulated environment in Ragnarok Online
©
 provides opportunities for 
collaboration and social interaction, allowing players to interact with each other, 
combat computer-controlled creatures, and accomplish quests to progress in the game. 
The game environment is divided into a series of maps with their own unique terrains 
and native monsters. Game events take place in different game locations. Players are 
free to explore the game environment in a non-linear manner, although they are all 




 has an easy-to-control interface in which players simply use the 
keyboard and the mouse to control most of the basic functions. The game has a wide 
range of characters classified by gender and a large selection of job classes with a 
unique array of skills and abilities. Players choose a server they can access and create 
several characters of their own design, but they can only control one character at a 
time. All players begin the game as a ‘Novice’ class member until the requirements of 
a specific higher class are met. Players gain new skills and abilities as they specialize 
in the job they choose, and earn experience points and level up by defeating creatures 
or by completing quests. Quests in Ragnarok Online
©
 are assigned by computer-
generated characters in the game, and involve players undertaking certain tasks, 
collecting items, and searching for non-playing characters (NPCs). The game can be 
played in many languages, depending on the regional version of Ragnarok Online
©
 
players have access to. Players can communicate with one another both a) in real-time 
text chat while playing the game and b) on the Internet via official and unofficial 
player communities serving as a useful resource for sharing and discussing game 
strategies, forming friendships, and receiving assistance when experiencing problems. 
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Although the game is a bit older than many other popular MMORPGs, it is still active 
and receives regular game content updates. With a total of over 40 million account 
holders and recognized as a global standard across 66 countries ("Global Playground 
Gravity," 2010), Ragnarok Online
©
 remains one of the most popular MMORPGs in 
the game industry today. In Thailand, Ragnarok Online
©
 has gained tremendous 
popularity, and as of today, more than one million Thai gamers have signed up for a 
game account.  
 





 was chosen for three main reasons. Firstly, the game is one of the 
most popular MMORPGs played in Thailand. Participants could therefore be expected 
to be more likely to know about it or be interested in playing it. Secondly, the game 
was chosen because permission from the game local’s distributor was given (see 
Sections G.6 and G.7 in Appendix G), allowing partial modifications and extensions 
to the original game, as well as private server hosting. Finally, the most important 
reason was the fact that the structure of Ragnarok Online
©
 is a good representation of 
a popular genre of MMORPG noted for offering great potential for foreign language 
learning and teaching (Zhao & Lai, 2009). For example, MMOPPGs can support 
social interaction and create language learning environments providing learners with 
motivation and opportunities to practise their language skills within an extensive 
context (Bryant, 2006; Rankin et al., 2006; Rankin, McNeal, Shute, & Gooch, 2008; 
Rankin et al., 2009; Zhao & Lai, 2009). Participation in activities within MMORPGs 
allows enough authentic communication when learners interact with each other via a 
chat system (frequently written but also spoken) to progress in the game, and for this 
reason, Ragnarok Online
©
 seemed particularly suited as a medium for this study.   
 
4.5.3 Adapting an Existing Commercial Game for This Study’s CALL 
Using a commercial game has the advantage of enabling learners to use a high-end 
and attractive product. It is, however, difficult to find the right type of game with a 
design and content that are appropriate for L2 learners, and that match the desired 
learning outcomes. Consequently, I decided instead to modify an existing game as an 
alternative approach to develop CALL activity for the present study. With permission 
from the game’s local distributor, I was able to host the game on a private server 
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located in the CALL lab of the university, thereby giving me more control over who 
could access the game. I was also able to modify the game in order to ensure its 
appropriateness to the L2 learning context, as well as its alignment with the course’s 
learning activities and objectives (see Section 4.5.5 for more details). 
 
The original game was developed to reflect a ‘healthy game culture’ by containing a 
non-violent, non-sexual, and non-speculative game environment countries ("Global 
Playground Gravity," 2010). In addition, the original game contains a variety of 
authentic scenarios and tasks (similar to those that players may need to achieve in real 
life). However, the content of the original game was considered less than ideal as a 
CALL environment, in the sense that the opportunities for TL exposure and ‘language 
learning potential’(Chapelle, 2001, p. 55) were limited. This was due to the fact that 
the original game, released in Thailand, was created for Thai native speakers as a 
form of entertainment, not education, and was not designed specifically for language 
learning purposes. The international version available from official Ragnarok Online
©
 
servers was considered, but it was not possible to obtain permission to use it for my 
study. Also, the international version might not fit the study participants well, in terms 
of the language used, which could be too advanced, and in terms of the cultural 
contexts with which the study participants were not familiar. Another important 
reason for modifying the game was that the original in-game quests were considered 
to be too long for the participants to complete during class time.  
 
As a result, the modification in the study meant creating new quest events relevant to 
the course that participants were on, for application of language skills at the 
appropriate level. The modification also meant inserting language learning content 
inside the game activities to use in ways perceived to be meaningful to language 
learners. The modified version of Ragnarok Online
©
 therefore had a number of 
differences in terms of the number of players, the type of gameplay, the language, and 
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Table 4.13 
A Comparison between Official (Thai Version) and Modified Ragnarok Online
©
 
Description   
Similarity Original Ragnarok Online
©





 is set in a fantasy and adventure world inspired 
by a Norse mythology and a popular Korean comic series by Lee 
Myung-jin. The game provides collaboration and social 
interaction, allowing players to interact with others, combat 
computer-controlled creatures, and accomplish quests to progress 
in the game. 
Genre   
Difference Original Ragnarok Online
©
 Modified Ragnarok Online
©
 
Massively multiplayer online 
role-playing game (MMORPG) 
 
Multiplayer online role-
playing game, with access is 







 Modified Ragnarok Online
©
 
The game environment is divided into a series of maps with their 
own unique terrains and native monsters. Game events take place 
in different game locations. Players are free to explore the game 
environment in a non-linear manner, although they are all required 
to start in the same part of the online world. 
Gameplay and Tasks 
Similarity Original Ragnarok Online
©





 features a very simple game interface and 
controls, which is good for novice gamers to feel comfortable in 
the game. Players can use the keyboard and the mouse to control 
most of the basic functions. Players can create several characters 
per account, but they can only control one character at a time. 
 
Players begin as ‘Novices’ and then gain new skills and abilities 
(as they specialize in the job they choose), and earn experience 
points and level up. In general, basic gameplay involves 
 
 Finding the starting NPC and then accepting a quest for 
special rewards required to progress to the next one. 
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Table 4.13 (continued) 
Gameplay and Tasks 
Similarity  Original Ragnarok Online
©
 Modified Ragnarok Online
©
 
   
 Engaging in non-violent combat by attacking monsters 
wandering around each game area in order to collect the items 
required for quest completion and gain experience and level 
up. 
 
However, a few differences in gameplay for regular players and 
study participants are: 
 
Difference Original Ragnarok Online
©
 Modified Ragnarok Online
©
 
 Collaborating and 
communicating with other 
players in their native 
language via an in-game 
communication tool. 
 Undertaking optional 
series of quests from NPCs 
for job advancements. 
 Collaborating and 
communicating with other 
players in English via both 
in-game communication tool 
and additional voice 
communication software 
(i.e., Skype).  
 
Quest Description 
Difference Original Ragnarok Online
©
 Modified Ragnarok Online
©
 
 Quests in original Ragnarok 
Online
©
 are for item hunting 
and NPC searching. During 
and after completing the quest, 
players receive special rewards 




The original game quests are 
modified to maintain participants 
interest in the game and to offer 
them opportunities for 
meaningful a) practice of the 
vocabulary and language skills 
they had learned in class in a fun 
way, and b) use of TL while 
engaged in authentic interaction 
during gameplay.   
 
To complete a quest, participants 
are asked to talk to NPCs, read 
texts, listen to NPCs’ dialogues, 
and talk to other players via 
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Table 4.13 (continued) 
Quest Description 
Difference Original Ragnarok Online
©
 Modified Ragnarok Online
©
 
  Participants are asked to 
collaborate as they plan game 
strategies, discuss maps, solve 
problems, make decisions, help 
each other, and exchange 
information to progress in the 
game. 
 
During and after game events, 
participants are offered certain 
in-game rewards such as base 
and skill levels, top headgears, 
and items, required to proceed to 
the next quests. Participants are 
also given immediate and 
continuous in-game feedback 
when they chose wrong 
responses while communicating 
with NPCs through controlled 
dialogues. 
Language   
Difference Original Ragnarok Online
©
 Modified Ragnarok Online
©
 
  The regional (Thailand) 
version of Ragnarok Online 
is in Thai. 
 The entire game is available 
in English only.  
Game server 
Difference Original Ragnarok Online
©
 Modified Ragnarok Online
©
 
 The official game is run and 
managed by authorized 
game servers.  
 
 Players have to pay by a 
monthly subscription or by 
pre-paid card.  
 The modified game is hosted 
on a private server 
administered by the 
researcher, allowing only the 
study participants to play the 
game free of charge.    
 
 This server is carried out for 
the purpose of this study 
only.       
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4.5.4 Objectives of Incorporating Computer Game Activities in the Classroom 
Overall, there were two pedagogical objectives for using CALL activities in the form 
of computer games in the language classroom. The first objective was to give 
participants opportunities to review the course material through play. To make 
computer activities different from other drill-and-practice educational software 
provided at the university, they were established using the Thai concept of ‘plearn.’ 
‘Plearn’ is a Thai word for ‘enjoy’ and is derived from a combination of the two 
English words ‘play’ and ‘learn’ (Samudavanija, 1999). The term ‘plearn’ is one of 
the most important concepts in Thai education, stressing that learning should be an 
enjoyable activity and students should gain knowledge through their play. As part of 
playing the newly modified quests included language learning aspects, participants 
were expected to have opportunities to learn and practise the vocabulary and language 
skills they had studied in class in a fun way. By lowering the affective barrier, the 
intention was to encourage learners to relax and learn in a more natural way (Aoki, 
1999).  
 
The other objective of using computer games in my own teaching practice was to 
encourage more participation in the TL. Thai students are notoriously shy and reticent 
about communicating in English (Bray, 2009; Kamprasertwong, 2010) and have 
learning practices that may affect how they engage in genuine interaction in the TL, as 
indicated in Section 1.1. When asked to take part in in-class activities, Thai EFL 
learners typically remain silent, avoid eye contact with the teacher, and, importantly, 
speak their first language so much, although they aim to improve their English. Lack 
of participation in English in class is often caused either by limited abilities of 
learners to communicate in English or by the artificial nature of the classroom 
settings. Therefore, when asked to communicate in English about particular situations, 
it is important that language learners be involved in activities promoting meaningful, 
authentic TL use. Requesting help, asking and answering questions, decision making, 
giving advice, agreeing and disagreeing, expressing opinions, or socializing, for 
example, are all tasks that require authentic settings. It was these settings that I felt a 
computer game environment could offer to great advantage. By encouraging 
participants to work together in computer games, the aim was to encourage them to 
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become more actively involved in the learning process, concentrate on the TL use, 
and develop their willingness to engage in TL interaction. 
 
4.5.5 Modified Quest Description 
Based on the ‘endogenous game’ framework in which the learning content needs to be 
intrinsically linked with the game itself (Habgood, Ainsworth, & Benford, 2005), the 
previously learnt material was endogenously integrated into the narrative of Ragnarok 
Online
©
, in order to provide participants with learning opportunities while engaged in 
the process of playing. In particular, six new quests were modified to cover scenarios 
and player experiences which were related to the course’s learning content and 




A Mapping of Learning Objectives to Game Activities 
Unit 1 Computer Users 
The objectives for 
this unit are for 
the students to: 
1.1 Talk about how they and people from different professions 
use computers.  
1.2 Exchange information about the use of computers in their 
free time.  
1.3 Understand the difference between the Past Simple and 
the Present Perfect and use these tenses fluently and 
correctly. 
1.4 Read and comprehend an article in IT and computing 
contexts. 
1.5 Understand basic guidelines of how to write a good 
paragraph.  
1.6 Write a paragraph describing the use of computers in their 
study and free time. 
Computer game 
activities are: 
Quest Event: Finding how David uses his new computer 
 
Quest Description: 
In this quest, students needed to help the starting NPC named 
Austin find out how his student uses computers in his study 
and free time. Students had to interact with several NPCs to  
 
  (continued) 
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Table 4.14 (continued) 
Unit 1 (continued) Computer Users 
Computer game 
activities are: 
complete particular tasks, i.e., talking about computer use
 
(1.1, 
1.2), reading short paragraphs in IT (1.4), and engaged in non-
violent combat with monsters to earn required items.  
 
During interaction in the game, students had opportunities to 
use and practice the language they had learnt in class, such as 
using appropriate tenses to talk about what they had done in 
the game (1.3). See Figure 4.9 for an example of the quest 
screenshot.  
 
Unit 2 Computer Architecture 
The objectives for 
this unit are for 
the students to: 
2.1 Use names and types of computers and computer features.  
2.2 Use appropriate computing terms and abbreviations. 
2.3 Understand computer advertisements. 
2.4 Write a description of computer specifications. 
2.5 Make inquiries and give answers about computer 
specifications.  
2.6 Describe the function of an item. 




Quest Event: Looking for a computer shop sales assistant 
 
Quest Description 
In this quest, students were required to pass the test about 
computer knowledge, i.e., names and types of computers 
(2.1), computing terms and abbreviations (2.2),
 
function of 
items (2.6). Students were also asked to complete several 
tasks, including reading computer advertisements (2.3), 
describing computer specifications (2.4), using computing 
terms and abbreviations (2.2), and describing functions
 
(2.6), 
in order to be employed as a new sales assistant of a computer 
shop.  
 
Students needed to talk to Shop Manager to start the quest, 
help Customer, hunt for the required items, listen to each 
other, exchange ideas and information, and help each other to 
complete the quest. Part of the help could include giving their 
friends instructions (2.7) on how to complete each task in the 
quest. See Figure 4.10 for an example of the quest screenshot. 
(continued) 
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Table 4.14 (continued) 
Unit 3 Computer Applications 
The objectives for 
this unit are for 
the students to: 
3.1 Use the present passive for descriptions of processes.  
3.2 Talk about computer uses.  
3.3 Describe the process shown in the diagram to their 
partner. 
3.4 Write a description of EPOS till’s operation in the Present 
passive. 





Quest Event: Talking about Computer Uses 
 
Quest Description 
Students were assigned by the starting NPC named Newton to 
help his three friends learn how they can use computers 
appropriately in their work situations: clinic, restaurant, and 
library. The tasks, including talking about computer uses 
(3.2), using appropriate forms of the present passive (3.1), and 
reading paragraphs in IT contexts (3.5), were designed to 
encourage students to practise language skills and vocabulary 
they had studied in class. Engaging in non-violent combat 
with powerful monsters was also assigned, thus requiring 
collaboration among students, as well as communication for 
strategies planning.  
 
Difficulties in some tasks were expected to encourage more 
talk among students in order to help and encourage each other. 
They could share game strategies and information with their 
friends. They could also use the present passive (3.1) to 
explain how each item, earned from completing each task or 
dropped by each monster, is used for. See Figure 4.11 for an 
example of the quest screenshot.                              
Unit 6 Operating Systems 
The objectives for 
this unit are for 
the students to: 
6.1 Read and comprehend an article in IT and computing 
contexts. 
6.2 Use logical linking words and phrases.  
6.3 Use – ing form correctly. 
6.4 Ask for and provide information about operating systems.  
6.5 Write a description of operating system.                 
 (continued) 
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Table 4.14 (continued) 
Unit 6 (continued) Operating Systems 
Computer game 
activities are: 




Students were assigned by the starting NPC named IT & 
Computing Tutor to help his three students who want to learn 
about operating systems. Throughout the quest, language 
skills and vocabulary closely related to Unit 6 were the main 
focus. These tasks involved giving starting NPC’s students 
knowledge of operating systems (6.1, 6.4) such as how OS 
works, Unix commands, and different types of OS.  An– ing 
form (6.3) was also tested in a particular task within the game 
to ensure that students understand how to use the form 
appropriately.  
 
Students could communicate and work collaboratively so that 
the tasks could be easily completed. Their L2 discourse was 
expected to be longer and more complex if linking words and 
phrases (6.2)
 
were used.  See Figure 4.12 for an example of 
the quest screenshot.   
      
Unit 8 Applications Programs 
The objectives for 
this unit are for 
the students to: 
8.1 Discuss and explain which application program would be 
used for each user. 
8.2 Use appropriate terms for application packages.  
8.3 Ask for and provide information about computer games. 
8.4 Talk about their favourite computer games. 




Quest Event: What can applications programs do? 
 
Quest Description 
Students needed to accept the quest assigned by NPC named 
Academic Staff.  The tasks in the quest involved providing 
help with applications program problems (8.1, 8.2), and 
making recommendations for appropriate applications 
program (8.5). Students were also required to engage in non-
violent combat with monsters to earn required items. 
 
(continued) 
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Table 4.14 (continued) 
Unit 8 (continued) Applications Programs 
Computer game 
activities are: 
Being involved in tasks that provided instant feedback and 
increased in difficulty, venturing to a new city, and engaging 
in non-violent combat, could encourage collaboration and 
communication among students. Students might want to give 
recommendations (8.5)
 
to other students for game strategies or 
appropriate responses to NPCs.  See Figure 4.13 for an 
example of the quest screenshot.        
                             
Unit 11 Networks  
The objectives for 
this unit are for 
the students to: 
11.1 Exchange their ideas about advantages and disadvantages 
of a network.  
11.2 Write a description of advantages and disadvantages of a 
network. 
11.3 Read and comprehend an article in IT and computing 
contexts. 
11.4 Use terms associated with networks correctly. 




Quest Event: Networks 
 
Quest Description 
Students were required to help the starting NPC named 
Governor who wants to see two places in the city installing 
networks for more effective operation. Vocabulary and 
knowledge of computer networks (11.1, 11.3, and 11.4) that 
students had learnt from Unit 11 were important to help them 
complete each quest task.   
 
Social interaction in the game could encourage more talk 
among students. It was expected that students’ L2 utterance 





was used.  See Figure 4.14 for an example of 
the quest screenshot.     
 
Therefore, when participants played the game and worked through the language 
learning elements included in the modified quests, participants had opportunities to 
develop their comprehension of what they read and heard to complete the tasks. 
Participants were also allowed to practise and demonstrate understanding of the 
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language skills previously learnt, and, importantly, use the TL to communicate for 
real purposes in a socially meaningful context.  
 
Six modified quest events took place in different settings to make the game less 
predictable in terms of the ways that the environments had to be explored, thus 
arousing participants’ curiosity to see each new place in the game and encouraging 
more talk about the place to discover NPCs (see Figures E.1, E.2, E.3, E.4, and E.5 in 
Appendix E). The six new quests still followed the original game with its emphasis on 
interaction between players through either text or voice chatting (see Section 4.5.6.2 
for more details), and between players and NPCs through controlled dialogues in 
which participants had to either type their reply or choose what to say in response to 
what NPCs had said (see Figures E.7 and E.8 in Appendix E).  
 
During each conversation with another player or an NPC when completing the quests, 
players were given two choices: one was a grammatically correct sentence and the 
other one was incorrect, either because of a grammatical or vocabulary problem. 
Sometimes, one of the two choices was an incorrect answer on IT and computing 
knowledge, challenging and checking players ’understanding. Sometimes, one of the 
two choices either was irrelevant or indicated players’ refusal to do what the NPC had 
asked them to do, causing more conversations until players selected an appropriate 
choice, which, in turn, resulted in more time spent interacting with the NPC. 
Sometimes, one of the two choices was an indication of players’ inability to 
comprehend a conversation, causing the NPC to repeat what he/she had said, which, 
again, resulted in more time spent interacting with the NPC. It was hoped that these 
conversations would make participants think carefully and would motivate them to 
work collaboratively to discuss, through chatting, which choice was appropriate. If 
participants made the wrong choice, guidance was given to them by the NPC so that 
they could select the right choice and continue the game. In addition, it should be 
noted that the tasks in the modified quests constantly gave participants instantaneous 
feedback and gradually increased in difficulty as the game progressed. This practice 
was likely to encourage more interaction among participants before they selected a 
choice or before they typed a reply to interact with each NPC.  
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Non-violent combat, i.e., the fact that little or no unpleasant actions and scary scenes 
are involved, with computer controlled creatures in the six new quests, were also 
holdovers from the original game (see Figure E.6 in Appendix E). These battles 
required collaboration between players, as the battles could not be won by players 
individually. Each quest event was designed to fit into a one and half hour computer 
game session in the CALL lab. Each game session took 15 minutes for briefing, 45 
minutes for game task completion, and 15 minutes for debriefing (see Section 4.5.6 
for more details). Sample screenshots of each quest are illustrated in this chapter and 
more screenshots are displayed in Appendix E. All the images were reproduced by 





Figure 4.9 A Screenshot of quest event 1: Finding how David uses his new computer  
                                                 
3
 Due to copyright issue, these screenshots are displayed for the purpose of 
examination only. They cannot be made publically available after the completion of 
my study (see Section G.7 of Appendix G).  
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Figure 4.11 A Screenshot of quest event 3: Talking about computer uses 
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Figure 4.13 A Screenshot of quest event 5: What can applications program do? 
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Figure 4.14 A Screenshot of quest event 6: Networks 
 
4.5.6 Procedures for Implementation of the Computer Game Activities  
The computer game activities were integrated into my own teaching in three phases: 
pre-implementation, implementation, and post-implementation. A detailed description 




The preparation stage involved trying out the first three modified quests with 16 
students in a pilot study. This allowed me to identify bugs in the game and hear these 
students’ comments and suggestions for further improvement, in terms of the 
storyline, quest completion time, level of difficulty, the balance of fun and learning 
elements, the level of the language used, and any changes in the game they wanted to 
see, for example. One month prior to the data collection for the main study, the tryout 
of all the six modified quests was carried out again with 20 students for bug 
identification and with 20 language teachers for advice on how to improve the in-
game dialogues. This trial also served the study in discovering any technical errors 
when many people played the game simultaneously.  
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For the CALL lab in which the computer game sessions took place, the existing ICT 
systems were checked carefully and technical issues were talked over with CALL lab 
support staff at an early stage. This was to ensure that all the computers in the lab had 
the capacity to support the game and the required software applications; that all the 
required peripheral devices were available; that the network was appropriately set up 
to ensure that the client computers could recognize the IP address assigned from the 
central server; and that the study participants would not experience any technical 
faults. A seating arrangement was also made in order to minimize potential noise 
levels whilst all 30 participants were playing the game and simultaneously using a 




 was briefly introduced to participants in the first week of the 
course. Participants were introduced to the game and given an explanation of why it 
was to be used in the class. They were then requested to provide their preferred game 
character names and their personal information such as age and email address so that 
their login usernames and passwords for the game and the chat program could be 
generated for them. Importantly, participants were required to identify themselves by 
their game character names using pseudonyms. The use of pseudonyms was 
emphasized to promote uninhibited communication in the game, reduce anxiety, 
increase confidence, and provide for anonymity in the research findings, in 
accordance with the University of Canterbury Educational Research Human Ethics 
Committee’s requirements (see Appendix G). Computer game training was then 
provided to students in the second week of the course (see Section 4.4.3.2). The game 
was formally introduced to participants in this training session again. Participants 
were given a demonstration of how to play the game. They were then asked to log into 
the game and select and design their own characters (see Table 4.15) before 
individually exploring the game in a training mode.   
 
After participants finished all the face-to-face sessions of each lesson, they were given 
a ‘quest assignment sheet’ or information sheet giving the quest information and 
guidelines (see Appendix F) which they needed to read and prepare themselves with 
before attending the gaming sessions.   
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Table 4.15 
Study Participants’ Ragnarok Online© Characters and Names 
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4.5.6.2 Implementation 
Participants were required to participate in six computer game sessions conducted in 
the CALL lab. Participants were seated at some distance from each other, i.e., they 
were placed in every other seat, (see Figure 4.15). As previously said, the reasons for 
this seating arrangement were to minimize potential noise levels whilst students were 
playing and engaged in audio chatting, as well as to discourage face-to-face 
communication about the game tasks, in particular. Before starting each computer 
game session, a 15-minute briefing session was given to participants. The briefing 
included the provision of linguistic preparation
4
 by giving participants planning time 
to discuss with each other any relevant grammar and vocabulary points that they 
might need to complete the quest. A brief review was given of the language skills and 
communication strategies, which participants had learned in class and the learner 
strategy session of CALL learner training (see Section 4.4.5). The briefing also 
involved familiarising participants with the quest through a discussion of the quest 
information, such as which NPC they needed to interact with to accept the quest, or 
what kind of tasks needed to be completed.  
 
Moreover, participants were told the objectives of the computer game session so that 
they knew what they were expected to do in the game and when and why. This 
expectation included learning educational content inserted within the game, working 
collaboratively, and communicating synchronously with other playing characters 
(PCs) in order to progress throughout the game. Participants were reminded that their 
interaction in the game was not graded. They were simply encouraged, but not forced, 
to use the TL to interact in the game when they felt that they were ready and willing 
to do so. Consequently, any attempts (including unsuccessful yet comprehensible 




                                                 
4
 Participants were given a ‘quest assignment sheet’ before starting each game session. So 
they knew the stories and situations within the game and could guess what to communicate 
and what to prepare, in terms of sentence patterns, questions, vocabulary, etc. 
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Figure 4.15 Participants playing the game during a computer game session (picture 
used with permission of the participant) 
 
Additionally, participants were informed that it was okay if they made language 
mistakes, since the game demanded rapid simultaneous communication during which 
the focus was on fluency rather than accuracy. As a result, I expected participants to 
feel minimal pressure during TL use while playing the game. Ground rules for 
communication and collaboration, and things they could and could not perform as 
players, were emphasized for appropriate language use and etiquette. Finally, some 
questions were raised to ensure that participants understood what they were meant to 
do in the computer game activities.  
 
Participants were then asked to log into the game Ragnarok Online
©
, the chat program 
'Skype’, and the recording program ‘Pamela for Skype’, and to report any technical 
problems they encountered so that they could be fixed prior to the start of the game. In 
the first three computer game sessions, the interaction was carried out through the 
medium of typed text. Participants were asked to add all the participants in the contact 
list of their Skype account to a conversation group so that all could communicate 
simultaneously. Although pairing participants might have led to more communication, 
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group chat was used to promote natural and real communication in the game in which 
players are free to communicate with anybody. Additionally, if inexperienced, 
unconfident gamers were paired together, they might not be able to complete the 
quests. It should be noted that Skype was used instead of the in-game communication 
tool for the convenience of recording and analysing the chat history. However, due to 
an internet connectivity issue in the first computer game session, participants had to 
use the in-game text chatting tool instead for that session.  
 
In the final three computer game sessions, participants were required to communicate 
with each other using a voice-based medium. Since there was no voice-based chatting 
tool in the game, Skype was used in quests four to six. Students were randomly paired 
and asked to call each other. This time participants were paired because at the time of 
the study, it was technically not possible for more than two speakers to communicate 
with Skype at a time.  Since participants had played the game for three sessions, they 
were assumed to feel experienced and confident enough to be able to complete the 
quests together in pairs. The pairs remained the same throughout the final three 
computer game sessions.  
 
When participants were ready, they were asked to start the game. Regardless of 
whether participants were engaged in text or voice chat, they were all requested to put 
on headsets in order to prevent them from being interrupted by any distractions, thus 
allowing them to concentrate on the dialogues in the game (see Figure 4.15). While 
participants were playing the game, I did not participate in any of the game tasks to 
allow participants to develop mutual support through collaboration, and to give them 
complete control over their progress in the game world. My absence in the game was 
intended to allow participants to play a greater role in managing their communication 
without feeling anxious that they were being monitored. However, I remained present 
in the CALL lab throughout the gaming session to assist with technical problems (but 
not with language-related problems), and to observe the research environment. 
Goodell and Yusko (2005) indicate that teachers need to minimize students’ 
frustrations with technical difficulties because their competence in handing tools can 
have an impact on their learning process while engaging in online dialogues. Major 
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technical problems that participants experienced during gameplay were login and 
network connection issues.  
 
Figure 4.16 Summary of the procedures for computer game activity implementation  
 
4.5.6.3 Post-implementation 
After each game session, participants were asked to export their chat history from the 
recording software (except for the first computer game session in which I was able to 
do it from the game server) and save it on their desktop. After that, a collaborative 
debriefing took place during which participants had opportunities to reflect on and 
share their experience gained from playing the game. In other words, participants 
were invited to note down on paper what they had learned and what had happened to 
them during the game, and to discuss this in small groups. They did not have to 
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submit their notes to me. Participants were also asked to make a connection between 
the game content and the learning objectives, and to connect their communication that 
took place during the game to some real-life situations. Throughout the debriefing 
session, my main role was as a facilitator, assisting participants in processing the 
events of the game and their feelings, encouraging their thoughts, listening to them, 
and mentioning issues that they failed to consider. After running the debriefing 
session, different points brought forward in the discussion were summarized orally to 
the whole class by me.  
 
4.6 Equipment 
Personal desktop computers running ‘Windows XP’ on a local-area network and a 
connection to the Internet was used as the game platform. Real-time communication 
in both text and voice modalities was carried out through ‘Skype’ (see Figure 4.17) 
and recorded by ‘Pamela for Skype.’  In addition, an in-game text chatting tool was 
used in the first computer game session due to an internet connectivity problem.  
Participants’ language produced in the text-based chat sessions, which automatically 
appeared in the chat history folder of Pamela for Skype, was copied and pasted into a 
Microsoft Word document to be used as transcription for analysis. In the voice-based 
chat sessions, in which transcripts were not automatically created, participants’ 
language data was manually transcribed using word processing software. Since 
participants logged into the game, communication software, and recording software 
from the same computer stations, I was able to control the research environment and 
peripherals, such as microphone and headset, and network connection, thereby 
contributing to the quantity and quality of game participation.   
 
While participants were engaged in face-to-face communicative activities, their 
language data was collected, using iPhones equipped with a voice recording 
application for good quality recordings, and then manually transcribed, using word 
processing software. Although the audio recorders lacked the presence of visual 
information such as gesture and facial expression, they were small and easy place on 
participants’ desks during their classroom interaction (Ellis & Barkhuizen, 2005).  
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Figure 4.17 Use of Skype during a computer game session 
 
4.7 Face-to-Face Communicative Activities 
This section describes face-to-face communicative activities that were conducted 
during the second and third sessions of the course to provide baseline data for 
participants’ English interaction in the classroom.  
 
Communicative activities involved discussion and interview role play tasks in which 
participants performed together in small groups and in a whole-class context. These 
activities took approximately 45 minutes to complete. The activities were chosen 
because they gave every participant a chance to participate and become actively 
involved. In addition, the activities were chosen because they helped promote a real-
life flow of conversation, enabling participants to use the language authentically and 
to interact with each other spontaneously, and thus enabling me to monitor their TL 
use and interaction. Because the activities were student-centred, I tried not to intrude, 
but my main role was to encourage and guide participants’ participation and remind 
them, when necessary, to only use the TL. As previously stated, participants’ 
interaction during the activities was recorded using high quality digital recording 
equipment.  
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4.7.1 Discussion (Session 1) 
Participants were assigned to six groups of five. Each group was asked to brainstorm 
how computers are used in their everyday lives. Then, each group was told to report 
their ideas to the rest of the class, and listen to other groups’ collective ideas. Finally, 
participants were asked to discuss, as a class, what the world would be like without 
computers.  
 
4.7.2 Interview Role Play (Session 2) 
Participants were once again assigned to groups of five.  They were told that they 











This topic was chosen to give participants an opportunity to practise what they had 
learned and apply acquired vocabulary to real-life situations. Before the activity, 
participants were asked to brainstorm language and vocabulary that they could use 
during the conversation. Participants were then given 15 minutes to get into their 
characters, plan what they would have to do and say, and practise acting out their role 
play to each other. However, they were not allowed to make any written notes.  Each 
group then acted out their role play to the rest of the class.  
 
4.8 Measurement Instruments 
This section presents descriptions and properties (i.e., reliability and validity) of the 
instruments, namely a pre-survey questionnaire, two sets of WTC questionnaires, and 
semi-structured interviews, which I used to obtain factual and baseline data. 
 
You are meeting some of your old friends, who now have different jobs (e.g., a 
doctor, a teacher, an architect, a musician, and a businessperson). During the 
conversation, you exchange your experiences and other details about using 
computers for your work and in your free time. 
 
You need to imagine a role, a context in which the role play occurs, and act out a 
conversation.   
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4.8.1 The Measurement of Participants’ Profile 
A pre-survey questionnaire was developed by me in an attempt to collect a broad 
profile of participants and to ensure a homogenous sample of typical Thai EFL 
learners. The questionnaire was written in English and later on translated into Thai, 
participants’ native language, and three Thai native speakers examined and verified 
the accuracy of the translation. Questionnaire piloting was then conducted with 16 
students during the pilot phase, in order to make necessary modifications and improve 
the quality of the instrument.  
 
The questionnaire consisted of three parts.  The first part of the questionnaire included 
eight items asking about participants’ demographic characteristics (e.g., age and 
gender), relevant language background (e.g., How long have you studied English (in 
years)?), as well as their self-assessment of L2 communication (e.g., How would you 
rate your English communication skills?). The second part involved a) five items 
asking the participants to describe their personal game-related habits and experiences 
(e.g., How long have you been playing computer games (in years)?), b) one item 
asking them if they thought playing computer games was helpful to learn English and 
why (i.e., Playing computer games is helpful to learn English because _____.), and c) 
three items asking about their familiarity with synchronous communication tools and 
computer skills (e.g., How would you rate your typing skills in English?). The third 
part consisted of six items eliciting participants’ expectation of the development of 
their L2 communication when they engaged in the game environment. Participants 
were asked to rate statements such as ‘I think that some computer games can increase 
the amount of talk in English,’ using the following Likert scale: (1) Strongly disagree, 
(2) Disagree, (3) Neutral/No opinion, (4) Agree, and (5) Strongly agree. 
 
The Thai version of the questionnaire was handed out to all participants during a 
meeting arranged outside class time at the beginning of the course.  The questionnaire 
was completed in the meeting and collected immediately. The questionnaire is 
included in Appendix B.  
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4.8.2 The Measurement of Learners’ Willingness to Communicate 
The literature had indicated that most previous studies on WTC in both first language 
and second language settings collected data by using a single instrument and by 
relying on quantitative findings, and tended to rely on data collected at one point of 
time. To address these limitations, this study attempted to collect data from a range of 
sources and over a period of time. In other words, in order to answer the second 
research question (How does playing computer games affect Thai EFL learners’ 
willingness to communicate in English?), EFL learners’ WTC in the TL was 
measured using a number of data collection tools designed to complement each other. 
The first measurement involved questionnaires measuring a) WTC in the classroom, 
administered first prior to the first computer game session, and b) WTC in the 
computer game, administered second after the last computer game session (i.e., the 6
th
 
session). The second measurement involved semi-structured interviews conducted at 
the end of every computer game session. The third measurement included 
observations of participants’ actual TL use in the computer game setting through the 
transcripts of participation that took place during computer game activities.  
 
4.8.2.1 Willingness to Communicate Questionnaires 
In order to measure participants’ willingness to interact in the TL, two sets of 
questionnaires (see Appendices H and I) were developed, based on a) an operational 
definition of the construct of WTC (see Section 4.1), and b) the review of the 
literature identifying the variables believed to contribute to individual’s WTC (see 
Section 2.2.2). For comparative purposes, WTC questionnaires were administered 
first prior to the first computer game session, giving an indication of participants’ 
general willingness for English communication in class activities, and second after the 
last computer game session in which participants were asked more specific questions 
relating to their WTC in English in computer game activities. This allowed me to see 
differences in the results and, in turn, establish whether computer games played a 
significant role in EFL learners’ WTC. Although the questions in the two sets of WTC 
questionnaires were slightly different, in order to reflect their focus on either 
classroom or computer game activities, they were kept as similar as possible.  
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The questionnaires were written in English and later on translated into Thai. Back 
translation procedures were followed to verify the compatibility of the questionnaire 
item translations from English to Thai and, in turn, to ensure the validity of the 
translated version. Back translation, as defined by the American Psychological 
Association (APA) (2002, p. 20), is a translation method in which “a text is translated 
into another language and then back in to the first to ensure that it is equivalent 
enough that results can be compared.” Glidden-Tracey and Greenwood (1997) 
recommend that this translation method be utilized to assess linguistic equivalence, 
and that comparison of back translation with the original version can help the 
researcher determine whether the intended meaning of scale items is preserved, 
changed, or lost in the translation. Therefore, in the present study, an independent 
English-Thai translator was asked to translate the questionnaires from English to Thai. 
The Thai version was then translated back into English by another independent 
person, bilingual in both English and Thai. The original English version and the back-
translated (Thai to English) version of the questionnaires were compared to examine 
any possible discrepancies during the translation. Two DPU lecturers teaching 
translation and I then reviewed and discussed the translations to ensure that they 
reflected the intention of the wording in the original language.   
 
The questionnaires contained items adapted from previous WTC studies (Cao & 
Philp, 2006; Freiermuth & Jarrell, 2006; Léger & Storch, 2009; MacIntyre et al., 
2001; MacIntyre et al., 1998) which were shown to have strong content validity. Since 
some changes were made to the questionnaires, a procedure for testing for the quality 
was performed. The first draft of the questionnaires (Thai version) was piloted with a 
small group of students in Thailand. Based on their responses and feedback, the 
questionnaires were revised with a focus on three aspects. Firstly, items showing little 
differences were deleted. Secondly, ambiguous or difficult wording was clarified. 
Thirdly, possible double-questions were modified to follow the rule of asking only 
one thing at a time in a question (L. Cohen, Manion, & Morrison, 2007). The first 
draft was also piloted to reduce the number of items and confirm the existence of the 
factors that the questionnaires were aimed to measure. Only items that loaded on a 
factor at .50 or greater were preserved for the study. However, a few unacceptable 
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items were revised and retained as they were believed to reveal meaningful 
information about learners’ WTC.  
 
The modified version was then piloted with another small group of students, who 
were also required to take part in one computer game session (to gain some 
experience communicating in a gaming environment before answering the second set 
of questionnaires asking specific questions relating to their WTC in English in a 
computer game setting.) This time no queries and problems were reported. Test-retest 
reliability estimates, determined by administering the same instrument twice to 
students within a three-week interval between administrations, yielded satisfactory 
stability and reliability. The Pearson’s correlation (2-tailed) (r) of the first set of WTC 
administrations was .99 (p < .001) while the second set of WTC questionnaires was 
.90 (p < .001). A Pearson’s correlation of .70 or above is generally seen to indicate 
sufficient test-retest reliability (Larson-Hall, 2010). As a result, the obtained test-retest 
reliability estimates suggested that both sets of WTC questionnaires were reliable 
instruments and, consequently, had sufficient quality to be used in the present study. 
 
Two sets of questionnaires were employed to investigate EFL learners’ WTC in 
English. The first set was composed of commonly investigated communication-
related measures: a) self-perceptions of willingness to use English for communication, 
b) state communicative self-confidence, as well as c) self-reported frequency of 
communication in English. The second set consisted of only the first and second 
measures because I aimed to measure participants’ frequency of communication 
directly through their chat logs.  
 
The overall reliability coefficient (Cronbach’s alpha (α)) of the first set of the 
questionnaires was .951 and of the second set .883. Table 4.16 lists the measures 
employed and the number of items in each measure, and reports Cronbach’s alphas as 
evidence of internal consistency reliability of each measure. Although Cronbach’s 
alphas indicated in most scales were not particularly high, the number of items on the 
questionnaire was fairly low, and internal reliability was therefore considered to be 
satisfactory. 
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Table 4.16 






Set 1 Set 2 
Perceptions of willingness to use English for 
communication 
5 .762 .709 
State communicative self-confidence 10 .899 .825 
 State anxiety 5 .836 .695 
 State perceived communicative competence 5 .774 .722 
a
Frequency of communication in English 5 .921 - 
Note. 
a
This section was added in the first set of WTC questionnaires only as an 
alternative measure of frequency of TL use in the language classroom. This section 
was not included in the second set of questionnaires as I aimed to measure learners’ 
actual interaction directly.  
 
The first section of the questionnaires was composed of five items concerning 
learners’ perceptions associated with their willingness to use English in each 
communication situation either during class time (α = .762) or during computer game 
activities (α = .709). Example items were: how willing you would be to… ‘Talk to 
your classmates about a class assignment.’ and ‘Talk to other game players about a 
quest assignment.’ The items were mainly selected and adapted from MacIntyre et 
al.’s (2001) WTC scale to include communication tasks common to EFL classes and 
gaming environments. Responses to the items on a 5-point Likert scale were anchored 
at one end by ‘1 = Very unwilling’ and at the other end ‘5 = Very willing.’ It should 
be noted that the middle value labelled ‘Neutral’ was included in this 5-point scale to 
elicit honest responses from some participants who might not have had experience in 
or strong feelings about particular communication tasks.  High scores were interpreted 
as high levels of WTC. 
 
The second section of the questionnaires included ten items asking participants to 
report their feelings about communication, in terms of state communicative self-
confidence felt when using English during class time (α = .899) and during computer 
game activities (α = .825). This scale was used to establish changes in participants’ 
state anxiety levels, their state self-perceived communicative competence degrees, 
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and, in turn, their willingness to engage in TL communication. The items were 
selected and modified from previous studies examining language and communication 
anxiety (e.g., Horwitz et al., 1986; McCroskey & Richmond, 1982), as well as self-
perceived communicative competence (e.g., Compton, 2004b; MacIntyre & Charos, 
1996). Participants were asked to indicate on a Likert scale from 1 to 5 the extent to 
which they agreed or disagreed with the statements indicative of state anxiety and 
state self-perceived communicative competence levels (where 1 = Strongly disagree, 
2 = Disagree, 3 = Neutral/ No opinion, 4 = Agree, and 5 = Strongly agree). Similar to 
the scale of perceptions associated with WTC in section one, a neutral point was 
added in order to increase the reliability of the scale. That is, the results would not 
necessarily be accurate if some respondents wanted to remain indecisive, but were 
compelled to either 'agree' or 'disagree' by a forced-choice response scale without 
middle neutral or undecided choice.  
 
The number of choices on the state communicative self-confidence scale was fairly 
balanced to preserve a continuum of positive and negative statements with which the 
respondent was likely to agree or disagree. This was expected to avoid the problem of 
biasing the results and to improve reliability, as anyone who answered 'agree' all the 
time would tend to answer inconsistently. Based on the arbitrary weighting method 
proposed by Best and Kahn (2006, p. 331), positively worded items (e.g., ‘I feel 
comfortable sharing my ideas/feelings/opinions with my classmates.’) were given a 
weight of 5, 4, 3, 2, and 1 respectively for scoring purposes, while negatively worded 
items (e.g., ‘I feel nervous about using English while participating in computer game 
activities.’) 1, 2, 3, 4, 5 (see Table 4.17).   
 
Table 4.17 
Scoring Favourable and Unfavourable Statements  
Favourable Statement Scale Value Unfavourable Statement Scale Value 
Strongly agree  = 5 Strongly agree  = 1 
Agree = 4 Agree = 2 
Neutral / No opinion = 3 Neutral / No opinion = 3 
Disagree = 2 Disagree = 4 
Strongly disagree = 1 Strongly disagree = 5 
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Responses to items with negative meanings were reversed before summing for the 
total and the average scores of all the ten items represented participants’ level of state 
communicative self-confidence, which, in turn, revealed an indication of participation 
in each setting on learners’ WTC in English. ‘Low’ scores indicated ‘low’ levels of 
state communicative self-confidence, while ‘high’ scores signified ‘high’ levels of 
state communicative self-confidence. In addition, ‘high’ scores for state anxiety items 
reflected ‘low’ levels of state anxiety, and vice-versa. On the contrary, ‘high’ scores 
for state perceived communicative competence items suggested ‘high’ levels of state 
perceived communicative competence, and vice-versa. ‘Low’ levels of state anxiety 
combined with ‘high’ levels of state self-perceived communicative competence led to 
‘high’ levels of state communicative self-confidence, and, in turn, indicated 
participants’ ‘high’ levels of WTC. 
 
In the first set of questionnaires, an additional section was added as an alternative to a 
direct measure of frequency of TL use in a classroom context. Five self-reported 
frequency of communication items asked participants to reflect on how often they 
used English during classroom interaction (e.g., ‘I use English to communicate with 
friends.’), using a 5-point scale (from ‘1 = Never’ to ‘5 = Always’). In addition, one 
open-ended question was included, asking participants to estimate the amount of 
conversation in English with teachers and friends in class (i.e., ‘How long on average 
did you talk with your teachers and friends in class?’).  These six items were selected 
and adapted from previous WTC studies (Yashima et al., 2004) to refer to classroom 
contexts only. In general, WTC has been shown to influence the frequency and 
amount of the TL use. High scores therefore implied participants’ willingness in 
English communication engagement in the classroom. The scale was shown to be 
reliable, with an alpha coefficient of .921.  
 
4.8.2.2 Target Language Production 
Given that thinking about communicating in the TL is different from actually doing it, 
I decided to observe how participants actually used the TL in communication 
situations throughout the six computer game sessions. To specify, participants’ WTC 
was measured by quantifying the number of words produced in English and the 
number of turns (i.e., how often they initiated or participated in TL conversation) 
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taken during gameplay sessions. Participants with high levels of WTC were expected 
to use the language more often, as previous research (e.g., Clément et al., 2003; 
Yashima et al., 2004) has shown that high levels of WTC result in increased 
communication frequency. It should be noted that the same measurement was not 
applied for the face-to-face sessions because the interaction might have been 
contaminated by the teacher-researcher involvement during the lessons, while 
computer game activities involved interaction among participants only.  
 
4.8.2.3 Semi-Structured Interviews 
After each computer game session, a semi-structured, face-to-face interview was 
administered with the five randomly selected participants, allowing richer descriptions 
of the effects of gameplay on WTC, in addition to the results from questionnaires and 
chat transcripts. The same five participants were interviewed after every computer 
game sessions. Interviews are used mostly in qualitative inquiries and regularly 
applied in a variety of linguistic contexts for various purposes (Dörnyei, 2007). The 
major advantages of using interviews lie in their strength as a strategy to find things 
we cannot directly observe, such as feelings, thoughts, and intentions (Patton, 2002). 
In my study, personal interviews with participants on a one-to-one basis were 
conducted rather than group interviews. This is because the former is more likely to 
ascertain the true views of the respondents when a certain level of confidentiality and 
trust are established (J. D. Brown, 2001). Moreover, verbal reports provided by 
respondents, through one-to-one conversations, allow access to a great deal of 
information and knowledge (Marshalle & Rossman, 1995). The semi-structured 
interview type was chosen in the present study because the format is open-ended and 
allows both the interviewer to have freedom to digress and probe for more 
information (Mackey & Grass, 2005) and the interviewee to elaborate on certain 
issues (Dörnyei, 2007).  
 
A sequence of six semi-structured interviews was administered with the same five 
participants. Each interview took between 15 to 30 minutes (depending on the amount 
of detail each participant was willing to provide) and mainly involved eliciting 
narratives from the participants. In other words, participants were asked to tell a story 
about their communicative experiences and their perceptions of WTC in English 
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while interacting in the game (see Appendix J for the interview guide). It should be 
noted that, during each interview session, these five participants were given their chat 
transcripts produced in each computer game session, allowing them to easily and 
correctly make comments on what they had done and how they had communicated in 
the game. The interviews were informal to help participants feel comfortable and 
willing to share their experiences and thoughts. The interviews were conducted in 
Thai and they were audio recorded. The interviews were transcribed verbatim and 
then translated into English by me.   
 
4.9 Data Collection and Analysis 
In summary, various types of data were obtained: a) transcripts of participants’ oral 
interaction during two face-to-face activities in the classroom, b) transcripts of 
participants’ written and oral interaction in the game, c) participants’ responses to the 
questionnaire measuring their willingness to communicate in English in a language 
classroom context, d) participants’ responses to the questionnaire assessing their 
willingness to interact in English when engaged in a computer game environment, and 
e) participants’ responses to interview questions asking about their communicative 
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Both transcripts (a and b) yielded findings on the effects of gameplay on the quantity 
and quality of interaction in the TL among EFL learners.  Questionnaire and interview 
data (c, d, and e), as well as the transcripts of interaction among participants in the 
game (b), meanwhile, yielded findings on the effects of gameplay on EFL learners’ 
WTC. The data was collected in three stages over a period of a 15-week semester, as 
presented in Figure 4.18.   
 
The sub-sections that follow are concerned with data analysis approaches, aligned 
with the research questions driving the study.  
 
4.9.1 Data Analysis: Research question 1 
The first research question this thesis aimed to answer is: How does playing computer 
games affect the a) quantity and b) quality of interaction in English of Thai EFL 
learners? Participants’ ‘chat’ in class activities and computer game activities were 
transcribed by me. The transcripts were then analysed to examine various features 
about the quantity and quality of interaction. In this analysis, the interaction among 
participants in computer game activities was described and then compared to the 
interaction with each other during class activities to reveal both quantitative and 
qualitative differences, and, in turn, an indication of learners’ quantity and quality of 
interaction during gameplay.  
 
4.9.1.1 A Quantitative Analysis of the Quantity of Interaction 
In order to be consistent with the quantification of the results for both myself and the 
‘trained research assistant’ (see Section 4.9.1.3 for more details) when independently 
counting a portion of the study’s data as a quality control check, it was important for 
the study to have a clear operational definition of the quantity of the interaction. The 
quantity, in this analysis, was operationalised in terms of how much participants were 
involved in the communication in English, and it was therefore measured by their 
word production and number of turns.  
 
All comprehensible words produced by each participant were counted, regardless of 
their accuracy in spelling, pronunciation, grammar, or usage. Words that were 
misspelled, either unintentionally or deliberately (for example, to make sending 
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messages easier or faster), and that lacked final consonants or syllables, were included 
in the count, if the intended meanings were obvious from the context and were not too 
hard for me to interpret. Words with the vowel or consonant repetition (e.g., 
‘verrrrrry’ for very, or ‘sooooooo’ for so), and word repetitions used for rhetorical 
effect (e.g., ‘it’s a very very powerful monster’), were also included. In the case of 
self-corrections (e.g., ‘so I [decides] decided to go the left,’ ‘I think [they are] they 
have more questions’), only the final version was counted. Additionally, abbreviations 
(e.g., ‘GM’ for game master, ‘PLS’ for please), simple forms of words (e.g., ‘cos’ for 
because), as well as words that were formed by numbers and letters (e.g., ‘2day’ for 
today) were counted.  
 
However, numbers (e.g., ‘4’ for preposition for) and symbols (e.g., ‘@’ for at) used to 
reduce typing time, emoticons represented by both graphics (e.g., ‘ ,’ ‘ ’) and 
letters and symbol keys (e.g., ‘T_T,’ ‘^_^’) used to show feelings, were excluded in 
the count. Words that were unclear, unidentifiable, and could not be transcribed, were 
also not counted. In addition, obvious cases of word repetition such as ‘the question is 
difficult…..difficult for me to answer’ were not counted. Words that were verbatim 
repetitions of another speaker’s utterances (e.g., ‘A: I think 1,048,576 bytes.  B: 
1,048,576 bytes,’ ‘A: It’s sad. B: Sad.’) were also excluded. Finally, false starts (e.g., 
‘We...I think we need to help each other to complete the quest’) and non lexical pause 
fillers (‘uh-huh’ and ‘um’) were excluded as well.   
 
The number of turns was based on the frequency with which participants ‘took the 
floor’ or how often they initiated or participated in communication in the TL, 
regardless of the number of complete or successful attempts, yet comprehensible ones. 
In other words, a turn was considered, in this analysis, in terms of its content rather 
than its form. Thus, a turn could be grammatically incorrect, include mistakes, have 
an inappropriate word order, or contain some L1 use (i.e., use of Thai to substitute 
words or ideas in English), as long as it was not too hard for me to determine what 
participants were trying to say. Everything participants said, whether it consisted of a 
single word (e.g., ‘okay,’ ‘what?’) or several sentences or phrases, before someone 
else took over, was counted as a single turn. Any interruption was also tallied in the 
turn distribution. However, laughter was not regarded as a turn, and a stretch of 
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words, which was continued with another stretch of words due to interruption by 
laughter, was still considered to be part of the same turn (Compton, 2004b). 
Interaction analysis, a type of research method used to record learners’ moves while 
working with technology (Chapelle, 2003), was employed for tabulating the number 
of turns taken in English by each participant. 
 
I also calculated the following: the total number of words produced; the total number 
of turns taken; the average number of words per participant; and the average number 
of turns per participant. Descriptive statistics obtained included mean scores (M), 
standard deviations (SD), and percentages (%) for the amount of interaction.  
 
The number of words uttered and turns taken in communicative activities in the 
classroom was compared with the number of words and turns during the last session 
of the computer game activities in which participants were by then a) confident in 
using a synchronous communication tool to interact with each other orally, and b) 
familiar with interaction in English in a computer game context. The face-to-face 
communicative activities and the last computer game session were deemed to be 
comparable. This is because they both took the same length of activity completion 
(i.e., 45 minutes) and took place in the same communication modality (i.e., oral 
communication). The comparison, presented in means and computed using a paired-
samples t-test with alpha set at .05, was used to see if there were any significant 
differences between the quantity of interaction in the classroom and the computer 
game.  
 
Paired-samples t-tests are frequently used in L2 studies for comparison of two 
variables obtained from the same group, or when the same participants are measured 
at two different times. In the case of my study, participants’ quantity of interaction 
between the two different settings (i.e., classroom vs. computer game) was compared. 
Nevertheless, statistical significance levels obtained from the comparison do not 
provide the final answer because they do not provide sufficient information to 
examine the size or importance of an effect. An additional measure was therefore 
necessary. APA recommends that an effect size measure be reported with each 
statistical test. There is a wide variety of effect size measures, but Cohen’s d (1988), 
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which is most commonly used in conjunction with the t-test (Larson-Hall, 2010), was 
employed in the present study. Cohen’s d was calculated by comparing the difference 
between the means of the amount of interaction that occurred in the game and in the 
classroom, divided by their standard deviations. In this way d values were obtained 
and presented in the findings to convey an indication of the magnitude of the 
influence of gameplay on EFL learners’ quantity of interaction. Guidelines for 
interpreting the d value vary according to different academic fields and research 
purposes. Following Cohen’s (1992) standard criteria, this study’s analysis interpreted 
sizes of 0.2 as a ‘small’ effect, around 0.5 a ‘medium’ effect, and 0.8 a ‘large’ effect. 
 
4.9.1.2 A Qualitative Analysis of the Quality of Interaction 
In the study, the quality of the interaction was operationalised in terms of how the TL 
was used among learners while interacting with each other, and it was measured 
through characteristics of the TL communication which was operationalised and 
counted according to two categories: functional and linguistic characteristics.  
 
4.9.1.2.1 Characteristic of Target Language Use 
To examine the characteristics of learners’ TL communication that occurred through 
face-to-face and online computer game interaction, discourse analysis, ‘a type of 
analysis that examines the ways in which language is used in interaction’ (Loewen & 
Reinders, 2011, p. 53), was the approach used, and Vygotsky’s sociocultural theory 
provided a framework for analysis. Based on my review of the literature (Chun, 1994; 
Isharyanti, 2009; Jepson, 2005; Kern, 1995; Lee, 2002; Sotillo, 2000), the transcripts 
of the participation that took place during class activities and computer game 
activities were coded to identify the communication characteristics, including 
 
a) discourse functions (defined as categories of behaviour that speakers perform 
through language while communicating with each other, such as greetings, 
directives, questions, and requests), and  
 
b) linguistic features (defined as categories of language features which are relevant to 
lexical items and grammatical constructions, e.g., tenses, conjunctions, relative 
pronouns, and interjection).  
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Then, the frequency of the concurrences of these language aspects was counted. 
Consistency in coding characteristics of language production was monitored through 
the definitions and examples presented in Table 4.18. 
 
Table 4.18 
Codes and Operationalisations for Functional and Linguistic Characteristics of the 
Language Produced  




An opening move of 
interaction to say hello or to 
welcome. Greetings can be 
followed by a question or any 
expression made to establish 
contacts (i.e., asking about 
someone, self identification). 
 
Greetings are not restricted to 
an opening sequence and they 





 How are you? 
 Not too bad. 
 Hey! Are you ready 




 Hi! Nice to see you 
here. Have you found 




Any expression by the 
speaker made in an attempt to 
get the interlocutor to do 
something. Directives can be 
commanding, inviting, 
suggesting, advising, 
instructing, expressing good 
wishes, warning, and 
begging. 
 You must do it now. 
 Don’t you want to help 
me? 
 You should read the 
instructions first.  
 Let’s speak English.  
 
Corrections   







Any adjustment initiated by 
the speaker to his/her own 
previous error on lexical 
items or grammatical 
structure without assistance 
from the interlocutor. 
 
 
 This task is challenge, 
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Table 4.18 (continued) 
Discourse Functions Operational Definitions  Examples 
(b) Peer-Corrections 
(PC) 
Any expression by 
interlocutor made in an 
attempt to correct the 
speaker’s mistake in lexical 
items or grammatical 
structure. 
A: I use computers for do          
my project. 
B: You should say, for 
doing my project.   
 
 
Questions/Requests   
(a) Asking for 
opinions (AO) 
Any question the speaker 
made in an attempt to prompt 
the interlocutor to share 
his/her opinions.    
 Any ideas? 




(b) Request for  
information (RI) 
 
Any question or any 
expression by the interlocutor 
asked/made in an attempt to 
require the speaker to provide 
information for an unknown 
subject.  
 
 Do you know…? 
 Can you tell me…? 
 I’d like to know… 
 What are the main 
functions of OS? 
 
(c) Questions on 
language/vocabul
ary (QLV) 
Any question asked among 
interlocutors to assist them 
with grammatical and lexical 
problems. 
 How do you say X in 
English? 
 
   
(d) Asking for 
explanations 
(AE) 
Any question or any 
expression by the interlocutor 
asked/ made in an attempt to 
require the speaker to give 
explanations of the 
information expressed.  
 
 Why do you think life 
without computers 
would be hard? 
 
 
(e) Questions on 
language/vocabul
ary (QLV) 
Any question asked among 
interlocutors to assist them 
with grammatical and lexical 
problems. 
 How do you say X in 
English? 
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Table 4.18 (continued) 
Discourse Functions Operational Definitions  Examples 
(f) Asking for 
explanations 
(AE) 
Any question or any 
expression by the interlocutor 
asked/ made in an attempt to 
require the speaker to give 
explanations of the 
information expressed.  
 
 Why do you think life 
without computers 







Any question or any 
expression by the interlocutor 
asked/ made in an attempt to 
confirm that what he or she 
has just heard is correct. 
 Did you mean/say X? 
 A horse stone?” You 
mean “statue?” 
 A:  I think computers 
will become tiny in the 
future. 
B: Tiny? / Computer 
will become tiny in the 
future, right? 
   
(h) Comprehension 
checks (COM C) 
 
 
Any question or any 
expression by the speaker 
asked/ made in an attempt to 
ensure that the interlocutor 





Any question or any 
expression by the interlocutor 
asked/made when feeling 
unsure about what the 
speaker has said. 
 
 Do you know what I 
mean? 
 Do you understand? 
 Is that clear? 
 Is everything clear? 
 Would you like me to 
repeat the last 
sentence? 
 







Any question or any 
expression by the interlocutor 
asked/ made in an attempt to 
check his/her understanding 
by 
 asking the speaker to 
explain or repeat a 
previous statement, or 
 What dose…mean?   
 What is that?  
 What do you mean?  
 Say it again. 
 Could you repeat that 
please? 
 Pardon? /Sorry?  
(continued) 
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Table 4.18 (continued) 
Discourse Functions Operational Definitions  Examples 
  using open ended requests 
for clarification 
 
/What? /Again?  
/Huh?/Uhm? 
 
(j) Requests for help 
(RH) 
 
Any question or request 
which is not related to 
language issues or specific 
information elicitation. 
 Help me please.  
 
 




Any question or request 
which is not related to 
language issues or specific 
information elicitation. 
 Can you talk louder?  
 Do you like the game? 
 
   
Responses   
(a) Giving opinions 
(GO) 
Any reply to a question 
asking for opinions 
 
 I think... 
(b) Explanations 
(EP) 
Any reply to a question 
asking for explanation or any 
statement given to tell why 







 I think that computers 
are essential to our life 
‘because they give us 
access to a lot of 
information.’ 
 The reason is …/This 
is because…/Because 





Any reply to clarification 
requests or any statement by 
the speaker given to supply 
the interlocutor with further 
information to clarify the 
speaker’s intended meaning.  
 
 A: The instructions 
look complicated. 
B: What is 
‘complicated’? 
A: It is difficult to 
understand. 
 
(d) Feedback (FB) Any statement indicating that 
the interlocutor agrees or 
disagrees with what the 
speaker said. 
 
 It is true.  
 You are right. 
 That is impossible. 
  (continued) 
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Table 4.18 (continued) 
Discourse Functions Operational Definitions  Examples 
(e) Trouble or non-
understanding 
(TNU) 
Any expression by the 
speaker and the interlocutor 
designed to show that he/she 
is having a problem or that 
he/she doesn’t understand a 
particular thing about the task 
or the language. 
 
 I’m confused.  
 I don't understand X. 
(f) General 
responses (GR) 
Any statement that a) replies 
to a general question/ request/ 
directive, b) provides general 
information, or c) is initiated 
to make a conversation in 
general but must not be off-
task communication. This 
response can be a short, one-
or two-word utterance. 
 This task is easy. 
 Oh, you’re talking so 
fast. 





   
Humour (HM) Teasing and joking with each 
other. 
 Anything I can do for 
you darling? 
  
Linguistic Features  Operational Definitions Examples 
Tense  
(Unit of analysis is Clause) 
 
(a) Present Simple 
(PRS) 
Subject + base form of verb 
(s/es is added to third person 
singular) 
 I like playing games. 





Subject + be+ present 
participle form of verb 
 We are trying to see 
what we can do to help 
you.  
 
(c) Present Perfect 
(PP) 
Subject + have/has + past 
participle form of verb 
 I have collected all the 
required items.  
 
(d) Past Simple 
(PAS) 
Subject + past form of verb  I prepared for the task 
before the start of 
class. 
 
  (continued) 
 METHODOLOGY  167 
Table 4.18 (continued) 
Linguistic Features  Operational Definitions Examples 
(e) Future Simple 
(FS) 
Subject+ will/be going to + 





Present Continuous form (i.e. 
to indicate future 
arrangements and plans) 
 I will send you the 
information when I get 
it. 
 We are going to begin 
our discussion. 
 
 What are you doing 
next?         
   
Simple sentence 
structure (SS) 
A sentence structure which 
contains only one 
independent clause. A simple 
sentence structure can be as 
short as one word. 
 I use computers every 
day.  
 Hurry! 
Conjunctions   
(a) Coordinating 
(CO) 
Short, simple conjunctions 
‘and, but, or, nor, for, yet, so’ 
that connect parts of a 
sentence which are 
grammatically similar (i.e. 
two nouns, two verbs, or two 
independent clauses). 
 I tried several times 
and succeeded.  
 We don’t have much 







Conjunctions that join a 
subordinate clause to a main 
clause. Common 
subordinating conjunctions 
are: after, although, as, as far 
as, as if, as long as, as soon 
as, as though, because, 
before, even if, even though, 
if, in order that, since, so 
that, than, though, unless, 
until, unless when, whenever, 
where, whereas, wherever, 
and while. 




 We cannot complete 
this task if we don’t 
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Table 4.18 (continued) 
Linguistic Features  Operational Definitions Examples 
Relative pronouns 
(RP) 
Pronouns that introduce a 
relative clause. Common 
relative pronouns are who, 
whom, whose, which, and 
that. 
 





Interjection (IJ) Any word/phrase/sentence/ 
expression to convey the 
speaker’s emotion. An 
interjection is sometimes 
followed by exclamation 




 That’s great! 





Vocabulary use that 
appropriately fit the context 
of interaction or express what 
the speaker means, regardless 
of minor errors on spelling, 
pronunciation, and 









Pronunciation that clearly 
conveys the speaker’s 
meaning, regardless of 
perfect tone, intonation, stress 
patterns, and accent.  
 
 
4.9.1.3 Inter-Rater Reliability 
I transcribed all the data collected. The quantity of the interaction was counted, and 
the quality of the interaction was identified, according to the preceding categories. On 
completion of the analysis, 50 percent of the data, randomly selected, were then 
calculated for the number of words and turns, and coded to identify types of 
communication by a specially trained research assistant. I purposely employed this 
assistant, who had taught this group of participants in the previous course, because she 
recognized all of the participants, thus having no difficulties indentifying who was 
talking and with whom, during the counting and coding process. This was done to 
ensure accuracy of the data analysis, especially as I only had audio (no video) 
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recordings of the interaction. The research assistant was given general information 
such as the purpose of the study, operationalisations of relevant variables, and so on. 
The research assistant then practised counting and coding the data with me several 
times before doing it independently.  
 
An inter-rater reliability analysis was then performed, using Pearson’s correlation 
coefficient (r), to determine the consistency between the research assistant’s coding 
and mine. This method was employed because it is commonly reported in the 
literature to determine the degree of consistency between two judges, and because it is 
the approach I was familiar with. The correlation between our coding was found to be 
highly consistent (r = .985 for word counts, r = .964 for turn distribution, and .r = 998 
for overall types of learner communication characteristic identification). Correlation 
was significant at the 0.01 level, two-tailed. The obtained Pearson indicated that there 
was a significantly positive and strong relationship between the data identified by the 
research assistant and me. For learner communication characteristic identification, 
Pearson’s correlation coefficients for individual characteristic categories are listed in 
Table 4.19.  
 
Table 4.19 













Greetings  .911 Present Simple .977 
Directives  .964 Present Continuous .897 
Self-peer corrections .904 Present Perfect .748 
Asking for opinions .851 Past Simple .978 
Request for information .766 Future Simple .775 




Asking for explanations .870 Coordinating .957 
Confirmation checks .866 Subordinating .851 
Clarification requests .895 Interjection .977 
(continued) 
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Request for help .958 Appropriate word use .973 




General request .923   
Giving opinions .937   
Explanation .963   
Clarification .858   





General response .822   
Humour 1.000   
 
4.9.2 Data Analysis: Research question 2 
Evidence for EFL learners’ WTC in the TL was drawn from their self-report data (i.e., 
questionnaires, interviews) and their language data (i.e., transcripts of interaction via 
text- and voice-based chat during the six computer game sessions). This study 
therefore referred to both quantitative and qualitative data analysis to answer the 
second research question: How does playing computer games affect Thai EFL 
learners’ willingness to communicate in English? 
 
Data collected from the questionnaires was computed using SPSS Version 16 to 
obtain descriptive statistics for the measures of central tendency (i.e., means and 
standard deviations) of the responses to the Likert Scale items, revealing to what 
extent participants accepted each statement. If the questionnaire findings 
demonstrated participants’ a) ‘positive’ perceptions of WTC in English, b) ‘high’ 
levels of state communicative self-confidence (i.e., the combination of ‘low’ levels of 
state anxiety and ‘high’ levels of state perceived communicative competence), and c) 
‘high’ frequency of target language use, this could suggest their ‘high’ levels of 
willingness to engage in English communication, and vice versa.  
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An inferential statistic called paired-samples t-test was subsequently performed to 
determine the effects of participation in online multiplayer gaming environment on 
EFL learners’ WTC in the TL. In the study, participants’ responses to items gauging 
how willing they were to communicate in English in classroom activities, at the 
beginning of the course, were compared to their responses to the items pertaining to 
their willingness to interact in English in computer game activities, at the end of the 
course, when all the six computer game sessions had been completed. The comparison 
between the two means obtained from the same participants therefore allowed a 
conclusion about whether playing computer games itself resulted in any statistically 
significant differences in WTC levels. In order for differences to be considered 
significant, the criterion level for significance was, again, set at 0.05. Cohen’s d was 
computed and included in the statistical reports to complement the p-value, providing 
information about the magnitude of the impact of gameplay on EFL learners’ WTC.  
 
Language data collected from participants’ chat logs during interaction in the game 
was quantified for the amount of communication in the TL, in terms of the number of 
words and turns (see Section 4.9.1.1). The total language output and frequency 
participants had attempted to use the TL was presented to reflect their willingness to 
engage in communication in English. Participants with high levels of WTC have been 
shown to use the language more often (Clement, et al., 2003; Yashima, et al., 2004). 
Accordingly, a large amount of language produced would suggest participants’ high 
levels of willingness to use English for communication. Additionally, the discovered 
actual communication in English in the game was compared with what participants 
self-reported about their communication in the classroom to reveal particular 
differences in participants’ WTC between the two settings. Although the actual use of 
the TL and perceptions are not the same measure, they were considered similar 
enough to provide evidence of participants’ WTC.  
 
Data from questionnaires and chat transcripts were finally supplemented by a 
qualitative analysis of the interview responses. The audio recordings obtained from 
the six semi-structured interviews with the same five participants were transcribed 
verbatim in Thai within hours of each interview session. Then, only key excerpts 
selected for the findings presentation were translated into English by me. Back 
 172  METHODOLOGY 
translation was also used to ascertain the accuracy of translation. In addition to WTC 
theory, the interview data was also interpreted through the lens of sociocultural 
perspective to explain learners’ WTC while engaged in computer game interaction. 
The interview results, obtained via narratives, were expected to shed light on issues 
that were less apparent in the questionnaire results and language output, and to help 
me gain a clearer picture of whether or not EFL learners actually communicated in 
English in a game setting in a manner that could be considered willing. Only key 
issues that were revealing and interesting, as well as representative comments, were 
selected for inclusion in the findings presentation.   
 
Chapter Summary 
The main purpose of this chapter has been to give the reader an in-depth discussion 
and justification of the methodology that was utilized to conduct this study, which 
aimed at investigating the effects of gameplay on the quantity and quality of 
interaction and WTC in English in an EFL context. The study employed a pseudo-
empirical research design with a pre-test structure, and it was placed in the pragmatic 
paradigm, integrating a mixture of TL interaction observations, questionnaires, and 
interviews. The chapter has also emphasised the provision of CALL learner training 
involving four important domains: psychological preparation, technical training, 
pedagogical training, and learner strategy training, in preparation for computer game 
activity integration.  
 
The study was conducted with 30 Thai EFL learners of an intact class at a university 
in Thailand. Their information gathered from pre-survey questionnaires was presented 
in great detail. Ethical issues were highlighted and discussed relating to voluntary 
informed consents, confidentiality, participant rights, and use of data. A thorough 
description of the intervention (i.e., an MMORPG called Ragnarok Online
©
) and how 
it was incorporated into the lesson was provided. In general, the game was integrated 
as a form of CALL activity, with the aim of encouraging the use of the TL and the 
development of WTC. The data was collected in three stages over a period of a 15-
week semester. The data was analysed using both quantitative and qualitative 
approaches including interaction analysis, discourse analysis, statistical analysis, and 
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sociocultural and WTC perspectives. Also, measures taken to ensure the reliability 
and validity of the study have been presented in this chapter.  
 
In the following chapters, results pertaining to participants’ language, questionnaire 
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CHAPTER 5 




This chapter reports the findings of the study’s first research question: How does 
playing computer games affect the a) quantity and b) quality of interaction in English 
of Thai ‘English as a foreign language’ (EFL) learners? The interaction in face-to-face 
communicative activities is reported on first, to show how participants typically 
interact in the target language (TL) inside the classroom and, in turn, to obtain 
baseline data for comparison with their TL interaction patterns in the computer game 
environment. The interaction that took place in these two contexts is then compared to 
identify any quantitative and qualitative differences, and, in turn, is used as an 
indication of the effects of gameplay on Thai EFL learners’ quantity and quality of 
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5.1 The Quantity of Interaction in Class Activities 
The study was carried out during a 15-week course ‘English for Information 
Technology (IT)’ 1 with 30 third-year students majoring in IT. During the second and 
third session of the course, participants were requested to participate in face-to-face 
communicative activities, including discussion (i.e., discussing how computers are 
used in their everyday lives and what the world would be like without computers) and 
interview role-play (i.e., exchanging experiences and other details about using 
computers for work and in free time). Each activity was implemented both in small 
groups and with the entire class (see Section 4.7). Participants’ interaction during 
these two activities was recorded and observed to establish how they interacted with 
each other in English in a language classroom.  
 
As mentioned in Section 4.9.1.1 of the previous chapter, the quantity of interaction 
was operationalised in terms of how much TL interaction took place in class and in 
computer game activities, and was measured by the number of words produced and 
the number of turns performed by participants. The findings are reported below. 
 
5.1.1 The Number of Words Produced in Class Activities 
One quantitative aspect that was noticeable in the analysis of the transcripts of 
interaction in class activities was the small amount of TL production. In fact, one 
participant (out of 30) did not talk in English at all during the two activities. Others 
made efforts to communicate, but they still did not produce many words in English (a 
total of 1,257 words, with an average of 41.90 words per participant, during the two 
activities, lasting a total of 45 minutes. Specifically, participants produced 589 words 
(ranging from 0 to 114 words, with an average of 19.63 words per participant) in the 
15-mintue discussion activity and 668 words (ranging from 0 to 98 words, with an 
average of 22.27 words per participant) while engaged in the 30-minute interview role 
play activity. The total number and the average number of TL words produced per 
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Table 5.1 
TL Word Production in Face-to-Face Communicative Activities (N=30) 
 
When specifically looking at the findings for TL production during the discussion 
activity, it was found that participants were more actively using English for small 
group work (M = 16.57, SD = 18.40) than they were during whole class work (M = 
3.07, SD = 8.61), where twenty-four participants (80%) chose to be passive listeners 
and did not exchange their thoughts and opinions in English despite the provision of 
time and planning opportunities for every participant to interact. The difference 
between small group interaction and whole class interaction in the discussion activity 
was found to be statistically significant (t(29) = 6.21, p < 0.001), with a large effect 
size (d = 0.93). 
 
The findings for participants’ interaction in the role-playing activity in Table 5.1 
showed a similarly small amount of TL production as in the discussion activity. When 
participants engaged in small groups, their interaction was different from when they 
worked in larger groups. In other words, participants used more English to take part in 
group work (M = 20.17, SD = 21.48) than when working collaboratively as a class (M 
= 2.10, SD = 3.85). It was also found that about half of the participants (n = 16, 
53.3%) chose not to respond at all during whole-class brainstorming (part of the 
interview role play activity) even though they were strongly encouraged to do so by 
their teacher, and there was no time pressure. The difference between small group 
interaction and whole class interaction during the role-playing activity was significant 
(t(29) = 5.44, p < 0.001), with a large effect size (d = 1.17). 
  Activity 1  
Discussion  
(15 minutes) 
Activity 2  
Interview Role Play 
(30 minutes) 
Total 
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5.1.2 The Number of Turns Performed in Class Activities 
The total number and the average number of turns per participant performed in both 
recorded face-to-face communicative activities are presented in Table 5.2.  Due to the 
fact that not many TL words were produced, it was not surprising to find that the 
number of times participants participated in the activities was low, with a total of 324 
turns during the two activities, for all participants combined, as shown in Table 5.2. 
More specifically, participants took 149 turns (ranging from a low of 0 to a high of 18 
turns, and with the average number of 4.97 turn takings per participant) during the 
discussion activity, and 175 turns (ranging from 0 to 19 turns as minimum and 
maximum number of turns, and with the average number of 5.83 turn takings per 
participant) during the interview role-play activity.  
 
Table 5.2 
Turn Distribution in Face-to-Face Communicative Activities (N=30) 
 
The number of turns taken during the discussion activity and the interview role play 
activity was quite similar. In general, it was found that participants rarely participated 
in English when they worked together in a whole-class context, which is typical of 
Thai EFL classrooms. During the discussion activity, participants participated 
significantly more in a small group discussion (M = 4.43, SD = 3.43) than they did in 
the whole-class discussion (M = .53, SD = 1.33), t(29) = 8.70, p < 0.001, with a large 
effect size (d = 1.49). Also in the interview role-play activity, participants participated 
much more frequently in group work (M = 5.23, SD = 4.45) than in whole-class work 
  Activity 1  
Discussion  
(15 minutes) 
Activity 2  
Interview Role Play 
(30 minutes) 
Total 
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(M = .60, SD = .77). This difference was significant (t(29) = 6.45, p < 0.001), again 
with a large effect size (d = 1.44). 
 
5.2 The Quantity of Interaction in Computer Game Activities 
The intervention, the playing of the commercial game Ragnarok Online
©
, was 
implemented as part of participants’ regular language course. Participants were 
required to take part in six computer game sessions delivered after the completion of 
face-to-face instruction of each lesson, and to spend approximately 45 minutes on 
interaction within the game. In the first three computer game sessions, the interaction 
was carried out through written chat. In the final three computer game sessions, 
participants were required to communicate with each other using voice chat. Their 
interaction during six computer game sessions was recorded and observed, providing 
evidence of how they interacted with each other in English during gameplay. The 
number of words produced and the number of turns taken during the computer game 
activities are reported below. 
 
5.2.1 The Number of Words Produced in Computer Game Activities 
The evidence from the chat transcripts of participants’ interaction during the computer 
game activities revealed that there were an increased number of English words used 
over the six computer game sessions (with a total of 18,491 words, and an average 
number of 616.37 words per participant). The total number and the average number of 
turns taken per participant are presented in Table 5.3. 
 
Table 5.3 
TL Word Production in Computer Game Activities across All Six Sessions (N =30) 
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Total number of 
words  
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. Each computer game session lasted approximately 45 minutes.  
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In text-based chat, the number of words produced increased from the first session (M 
= 57.83, SD = 22.69), when they had just started and were not yet used to the game, to 
the third session (M = 114.13, SD = 22.69). This increase was found to be significant 
(t(29) = 11.27, p < 0.001) with a large effect size (d =1.50), as indicated in Table 5.4.  
 
Table 5.4 
Paired Samples T-Test for the Average Number of Words Produced via Text-Based 



























































In voice-based chat, a similar pattern of an increasing number of words produced 
during gameplay was discovered, where the number of words increased from the 
average of 45.57 words per participant (SD = 13.75) during the fourth session to 79.83 
words per participant (SD = 20.48) during the sixth session, as illustrated in Table 5.3. 
This difference was found to be significant (t(29) = 18.51, p < 0.001), with a large 
effect size (d =1.96), as shown in Table 5.5.  
 
Table 5.5 
Paired Samples T-Test for the Average Number of Words Produced via Voice-Based 



























































When considering the mode of communication in the game, it was apparent that 
participants produced more English during text-based chat (M = 250.43, SD = 100.13) 
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than in voice-based chat. (M = 182.97, SD = 45.67). Also, this difference was 
significant (t(29) = 5.66, p < 0.001), with a large effect size (d = 0.86), as indicated in 
Table 5.6.  
 
Table 5.6 
Paired Samples T-Test for the Average Number of Words Produced via Text-Based 



























































5.2.2 The Number of Turns Performed in Computer Game Activities 
The chat transcripts showed that there was an increased participation in the TL from 
all the 30 participants while engaged in computer game activities, with a total of 2,693 
turns, and an average number of 89.77 turns per participant, as shown in Table 5.7.  
 
Table 5.7 
Turns Distribution in Computer Game Activities 













       1 2 3 4 5 6 Total 
Total number of 
words  
         
For all 
participants 














































. Each computer game session lasted approximately 45 minutes.  
 
During text-based interaction, participants took 357 turns (ranging from 5 to 27 turns), 
498 turns (ranging from 7 to 34 turns), and 649 turns (ranging from 11 to 37 turns) in 
session 1, 2, and 3 respectively. In other words, individuals ranged from 5 to 37 turns 
and the minimum and maximum number of turns increased over the three text-based 
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chat sessions. Changes in the number of turns taken in text-based chat were identified, 
where the average number of turns taken by each participant in the third session (M = 
21.63, SD = 7.10) was greater than those performed per participant in the first session 
(M = 11.90, SD = 5.82). The difference in the average number of turns between the 
two sessions differed significantly (t(29) = 20.21, p < 0.001), with a very large effect 
size of 1.50, as demonstrated in Table 5.8. 
 
Table 5.8 
Paired Samples T-Test for the Average Number of Turns via Text-Based Chat per 
























































During voice-based communication, participants took 296 turns during the fourth, 386 
during the fifth, and 507 during the sixth session (see Table 5.7), again showing a 
similar pattern of increasing averages (M = 9.87, 12.87, 16.90 in sessions 4, 5, 6 
respectively) and a higher minimum and maximum number of turns (5, 6, 8 in 
sessions 4, 5, 6 and 21, 26, 30 in sessions 4, 5, 6 respectively).  
 
Table 5.9 
Paired Samples T-Test for the Average Number of Turns Taken via Voice-Based Chat 
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According to Table 5.9, the difference in the average number of turns between the 
sixth session (M = 16.90, SD = 5.74) and the fourth session (M = 9.87, SD = 3.99) was 
found to be statistically significant (t(29) =15.96, p < 0.001), with a very large effect 
size of 1.42.  
 
When considering the type of communication platform during gameplay, participants 
were found to become more active participating in text-based chat (M = 50.13, SD = 
19.68) than they were in voice-based chat (M = 39.63, SD = 14.71). Also this 
difference was significant (t(29) = 6.76, p < 0.001), with a large effect size (d = 0.60), 
as shown in Table 5.10.  
 
Table 5.10 
Paired Samples T-Test for the Average Number of Turns Performed via Text-Based 














































5.3 Effects of Computer Games on the Quantity of Interaction  
To determine if participants produced more TL during gameplay than in face-to-face 
class activities, the number of words produced and turns taken in both conditions 
were compared. As indicated in Section 4.9.1.1 of the previous chapter, the 
comparison was made between the quantity of interaction in the two recorded class 
activities and those in the last computer game session a) in which participants were by 
then confident using voice-based chat and familiar with interaction within the game, 
and b) which took the same length of activity completion (i.e., 45 minutes) in the 
same modality (i.e., oral communication).  
 
Overall, it was found that participants produced more words and took more turns in 
the game than in the classroom. That is, participants produced an average of M = 
79.83 (SD = 20.48) during gameplay and M = 41.90 (SD = 50.92) during face-to-face 
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class activities. This difference was found to be statistically significant (t(29) = 5.49, 
p < 0.001), with a very large effect size of d = 0.97 (see Table 5.11).  The same 
applied to the number of turns taken, where the average number of turns per 
participant in session 6 of computer game activities (M = 16.90, SD = 5.73) was 
greater than in face-to-face class activities (M= 5.40, SD = 4.79), again a significant 




Paired Samples T-Test for the Average Number of Words in Face-to-Face Interaction 
























































Paired Samples T-Test for the Average Number of Turns in Face-to-Face Interaction 























































5.4 The Quality of Interaction in Class Activities 
In this study, the qualitative analysis focused on specific characteristics of TL use 
during learner interaction in class activities and computer game activities. These 
characteristics were operationalised in two categories: discourse functions and 
linguistic features. Operationalisations, definitions and examples are presented in 
Table 4.18 of the previous chapter.  
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The following analysis and ‘unedited’ excerpts illustrate key typical face-to-face 
interaction patterns and overall use of discourse functions and linguistic features of 
utterances that participants produced in the two recorded class activities during the 
beginning of the course. Individual participants were referred to by their game 
characters’ names to provide anonymity. Italicized utterances indicate where 
participants’ L1 is used.  
 
5.4.1 Typical Face-to-Face Interaction in Class Activities 
Thai EFL learners’ interaction in the language classroom was marked by numerous 
short turns. In addition, as expected, participants were found to use their L1 very 
frequently during the two recorded class activities, despite the nature of the 
communicative activities, the provision of planning time, and the encouragement from 
the teacher-researcher. Moreover, their interaction included the use of ‘Tinglish’ (an 
imperfect form of English produced by native Thai speakers, such as the adoption of 
Thai utterance particles at the end of a phrase or sentence, and word-for-word 
translation from Thai to English). Participants were also found to frequently revert to 
Thai rather than maintain English conversations, especially when they wanted to say 
something complicated, when they needed to solve communication problems, and 
when they wanted to convey emotions and feelings and to reflect the hierarchical and 
class structure of Thai society (in this study, particles, which are unnecessary in 
English, were tacked onto the end of sentences). This is demonstrated in Excerpt 1 
which was an exchange of ideas on how computers are used in everyday lives during 
a 7-minute small group discussion. The teacher-researcher’s involvement during the 
exchanged is underlined.  
 
Excerpt 1 An exchange of ideas on how computers are used in everyday lives 
Independent: Computers used for sending 
homework…er Ajarn krub ja 
tham wa ar-rai eek mai tong 
pood wa yang ngai krub 
 
 
[Excuse me Teacher, if I want 
to ask ‘ar-rai eek mai’ in 
English, what should I say?] 
Teacher: You should say ‘Anything else’?  
Independent: Thank you krub.   ‘krub’ is a Thai final particle 
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(for male speaker only) added 
at the end of sentence as a 
politeness marker. 
Teacher: You’re welcome.   
Independent: Sending homework and anything 
else? Think. Think. 
 
Direct translation. 
White Warrior: Making report dai mai? [What about] doing reports? 
mOnaLisA: Yeah, same same.  ‘same same’ is used a lot in 
Thailand to mean ‘the same’ in 
English. 
Probably the speaker wanted to 
say that he thinks the same 
thing. 
KUMMONG: And checking email.   
iRuttY:  What you mean wa? ‘wa’ is a Thai particle which is 
impolite but is often used 
between friends. 
KUMMONG: Tell me what you ngong. Tell me what you find 
[confusing]. 
iRuttY:  Check email ah how? ‘ah’ is an informal particle 
which does not add the 
meaning of a sentence and is 
used in spoken Thai mainly by 
teenagers. 
KUMMONG:  Oh, I mean checking email from 
friend and teacher er…. about 
homework. 
 
iRuttY:  OK, I understand laew.   ‘laew’ is a Thai final particle 
meaning ‘already’ in English. 
mOnaLisA: Ah ha, ma took tang laew. 
Hahaha 
[Yes, we are on the right track 
now.] 
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5.4.2 Overall Use of Discourse Functions in Class Activities 
When the language data was examined for evidence of discourse functions used 
during 45-minute class activities, it was found that participants, in general, produced 
several types of discourse functions, especially during group work, in order to 
complete the assigned tasks and maintain the interaction. However, low frequencies of 
the occurrence of particular discourse functions were observed. Table 5.13 lists the 
frequencies and types of discourse functions which were present during the recorded 
class activities.  
 
Table 5.13  
Discourse Functions of Clauses in Class Activities (N =30) 









Group   Class Group  Class  
Greetings 0 [0] 0 [0] 0 [0] 0 [0] 0 [0] 
Directives 5 [16] 0  [12] 9 [20] 0 [15] 14 [63] 
Self/Peer corrections 0 [0] 0  [2] 6 [6] 0 [0] 6 [8] 
Questions/Requests           
 Asking for opinions 6 [0] 0 [15] 8 [0] 0 [17] 14 [32] 
 Request for information 3 [0] 0 [6] 5 [0] 0 [8] 8 [14] 






















 Asking for explanations 2 [0] 0 [7] 0 [0] 0 [7] 2 [14] 
 Confirmation checks 0 [0] 0 [3] 0 [0] 0 [5] 0 [8] 
 Comprehension checks 0 [0] 0 [1] 0 [0] 0 [2] 0 [3] 
 Clarification requests 8 [0] 1 [4] 10 [2] 0 [2] 19 [8] 
 Requests for help 5 [0] 0 [0] 6 [0] 0 [0] 11 [0] 
 General questions 5 [0] 0 [8] 8 [0] 0 [7] 13 [15] 
 General requests 4  [0] 0  [0] 5  [0] 0  [0] 9  [0] 
Responses           
 Giving opinions 7 [0] 0 [8] 8 [0] 5 [0] 20 [8] 
 Explanations 4 [4] 0 [4] 4 [6] 0 [7] 8 [21] 
 Clarification 6 [2] 0 [5] 6 [3] 0 [4] 12 [14] 
 Feedback 8 [0] 1 [5] 9 [0] 0 [4] 18 [9] 
 Trouble or non-
understanding  
6 [0] 1 [0] 6 [0] 0 [0] 12 [0] 
 General responses 48 [12] 13 [3] 59 [16] 13 [14] 133 [45] 
Humour 0 [0] 0 [2] 0 [2] 0 [0] 0 [4] 
Note. Teacher frequencies are in square brackets. (N = 1) 
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Albeit infrequently, Thai EFL learners’ participation in face-to-face interaction 
included a wide type of discourse functions, such as giving directives (14 times), 
asking for opinions (14 times), asking each other about language/vocabulary (16 
times), requesting clarifications when they did not understand their interlocutors (19 
times), asking general questions (13 times), requesting help (11 times), expressing 
opinions (20 times), offering clarifications (12 times), giving feedback (18 times), 
noting trouble or non-understanding (12 times), and providing general responses (133 
times), as shown in Table 5.13. Excerpt 2, which was unedited, provides examples of 
the categories and exhibits the nature of face-to-face oral interaction between 
participants while working collaboratively during a 15-minute group work as a 
preparation stage before performing a role-play.  
 
Excerpt 2 Preparing for the role-play 
BB: Ok. We should start now. Directive (suggesting) 




Response & General request 
 
BB: Sure  
Equal: We need how many character? Request for information 
BB: Five. doctor, teacher, architect,  
musician, businessperson 
Response & Explanation 
Doraemon: Took kon tong pood mai?
2
 Request for information 
Static: Yes.   
BB: We must to choose job and prepare 
dialogue. 
Directive (commanding) 
bingo: Explain please. General request 
  *The explanation and 
questions for more 
information reverted to Thai 
until each participant 
understood their roles* 
BB: Time to speak English now.  Directive (advising) 
Equal: OK. I need 2 minutes prepare.  
BB: 2 minutes ok. What you think? Asking for opinions 
Note. 
1
 ‘kon’ means ‘first’ in English. 
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2
 [Does everybody have to participate?] 
 
Not surprisingly, face-to-face interaction transcripts showed that participants engaged 
in more discourse functions during group work than they did in class work which 
mainly involved general responses, as shown in Table 5.13. Excerpt 3, again unedited, 
is an example of interaction patterns found in an 8-minute whole-class discussion on 
what the world would be like without computers. The interaction involved the 
teacher-researcher (underlined) and my participants.  
 
Excerpt 3 Part of the whole class discussion  
Teacher: ……and can anyone tell me what the 
world would be like without 
computers? 
Request for information 
  
 
*A few minute silence / 
Students were looking at one 
another.* 
BB: Can you speak again please? Clarification request 
Teacher: Yes, sure. 
I want you guys to tell me what the 
world would be like if we don’t have 
computers. For example, if we don’t 
have computers, everything is not 
automated and we have to do 
everything manually.  




Request for help 
Do Tae Hee I think life difficult. Giving opinions 
Teacher: Yes, I agree with you. Can anyone 
tell me how life without computers is 
difficult? 
Feedback (agreement) 
Asking for explanation 
BB: We will do thing slow and we cannot 
do thing er.. tee man subson. What is 
subson in English krub Ajarn? 
Explanation  
Question on vocabulary 
 
Teacher: Complicated. You should say ‘we Response & Explanation to 
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cannot do things that are 
complicated. 
 
how to use the word 
appropriately 
BB:  We will do thing slow and we cannot 
do thing that are complicated.  
 
Teacher: What do you mean?  Clarification request 
BB: I mean hospital, factory, transport. 
No computer no work.   
Clarification 
Explanation to why 
computers are needed 
Teacher: And what do you think? Asking for opinions 
Relate_SUSU: I don’t understand. Non-understanding response 
Teacher:
  
Well, we are talking about life 
without computers.  
(...2 sentences in participants’ L1 for 
more explanation...) 
You can listen to your friends for 
better understanding and more ideas. 




  *No response* 
 
Teacher: Would you like to tell a class about 




I think if we don’t have computers, 
we cannot communication with 




Table 5.13 also showed that no participants took the initiative to exchange greetings, 
check confirmation and comprehension with their interlocutors and the teacher, and 
produce language that contained humour during the recorded class activities. It was 
observed that participants initiated their TL conversations directly without taking time 
to greet each other. For confirmation and comprehension checks, there was no 
intiaiton of questions despite the presence of inappropriate lexical items and 
mispronunciations (which could result in misunderstanding and communication 
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breakdown). It was possible that some participants had questions in order to confirm 
or check their comprehension, but they did not ask them because of the difficulty in 
formulating the questions. In addition, when confirmation and comprehension check 
questions were asked by the teacher-researcher, participants always answered ‘yes’ 
because they might have felt too embarrassed to give an honest answer or because 
they wanted to save face, or simply to please the teacher. It was also observed that 
participants seemed motivated and enjoyed the class activities; however, the use of 
humour was limited. Jokes and funny statements were not found in participant’s TL 
discourse, perhaps because participants preferred to focus on task completion, or 
wanted to show their teacher that they were discussing task-related issues, rather than 
making fun of each other.  
 
5.4.3 Linguistic Features of the TL Production in Class Activities 
In addition to discourse functions, participants’ interaction was analysed qualitatively 
in terms of the linguistic features produced during the two recorded class activities, as 
summarised in Table 5.14 below.  
 
Table 5.14 
Linguistic Features Present in All Participants’ Language Production in Class 
Activities (N = 30) 







Group Class Group Class 
Use of Tense  
(Unit of analysis is Clause) 
     
 Present Simple 103 10 118 12 243 
 Present Continuous 0 0 0 0 0 
 Present Perfect 0 0 6 0 6 
 Past Simple 0 0 0 0 0 
 Future Simple 4 2 6 0 12 
Simple sentence structure 64 12 79 15 171 
Conjunctions      
 Coordinating 10 1 15 1 27 
 Subordinating 6 1 7 0 14 
(continued) 
 
 192                                                         EFFECTS OF GAMES ON INTERACTION 
Table 5.14 (continued) 







Group Class Group Class 
Relative pronouns 6 1 8 0 15 
Interjection 1 1 15 0 28 
Appropriate word use 351 62 427 51 891 
Accurate pronunciation 277 74 365 43 759 
 
Table 5.14 shows that participants’ interaction patterns in 45-minute class activities 
did not reflect a wide variety of verb forms, as only the present simple (243 times), 
present perfect (6 times), and future simple (12 times) verb forms were present in their 
output. Unsurprisingly, more verb forms (i.e., present simple, present perfect, and 
future simple) were initiated while participants were collaborating in small groups 
than in a whole class, in which they only used the present simple to interact with each 
other. In relation to language complexity, complex and complete sentences were 
present but rare. In general, the findings revealed that participant’s TL output showed 
a higher proportion of simple sentence structure (171 times) than complex sentence 
constructions, as evidenced by the use of only 27 coordinate conjunctions, 14 
subordinate conjunctions and 15 relative pronouns. Participants’ emotions were also 
communicated through the use of interjections (28 times). 
 
Pronunciation has been recognised as one of the major problems for Thai EFL 
learners. This is because English has a distinct set of sounds, while Thai does not. 
Only 759 words (out of 1,257 words in total, as shown in Table 5.1) were pronounced 
correctly in the two recorded activities even though pronunciation was focused on and 
practised a lot during class time. This could, in some cases, result in 
misunderstanding. However, such mispronunciation did not seem to interfere with 
participants’ understanding, as evidenced by the absence of confirmation and 
comprehension checks during the activities (see Table 5.13) (Since this was the case 
in a homogeneous class of Thai native speakers, the results might not be the same 
among a group of multilingual students.) Although many words were not pronounced 
accurately, the number of appropriate words used by the participants was found to be 
fairly high (891 out of 1,257 words) during class activities.  
 EFFECTS OF GAMES ON INTERACTION  193 
5.5 The Quality of Interaction in Computer Game Activities 
The following sub-sections report the findings of transcript analysis and unedited 
excerpts from participants’ interaction in the computer games via text- and voice-
based chat, illustrating the nature of participants’ interaction while working 
collaboratively and their overall use of discourse functions, as well as linguistic 
features of language production, over the six computer game sessions. As mentioned 
previously, all the language data are reported unedited and italicised when the L1 is 
used. In addition, each participant is referred to by a pseudonym (i.e., game 
character’s name). 
 
5.5.1 Typical Interaction in Game Activities via Text- and Voice-based Chat 
Thai EFL learners’ interaction during gameplay, ranging from one word to multi-
word sentences, commonly featured a) extensive use of authentic language which was 
appropriate for the context, b) minimal use of the L1 (yet with the use of ‘Tinglish’, as 
always appears to be the case in the Thai EFL context), c) misspellings (particularly, 
in text-based chat), and d) a number of simplified or reduced registers (especially in 
text-based chat), a unique style of interaction within the game which can be regarded 
as a form of CMC.  
 
Simplified or reduced registers here included a) the use of numbers, special 
characters, and symbols (i.e., emoticons to exhibit facial expressions, exclamation 
marks to represent tone of voice) to replace words, b) omission of articles and use of 
contractions (to make message delivery easier and faster), and c) abbreviations and 
acronyms (which were frequently posted in text-based chat). With the use of 
simplified or reduced registers during gameplay, participants were observed to 
increase their capacity to quickly read, comprehend, and produce TL output. Use of 
simplified or reduced registers could be considered inappropriate for language 
learning, but it helped participants to interact with each other quickly so that they 
could complete the game quest within the time allotted. This was a trade-off effect (in 
which a higher performance in fluency corresponds to lower performance in the 
quality of interaction in terms of accuracy) often found in online interaction, 
especially in the gameplay sessions.   
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Excerpt 4 Text-based chat during computer game session 1 
pUnpOp: We need 2 find GM 4 help. Use of numbers to replace words (2 
= to, 4 = for).  
Use of acronyms (GM = Game 
master). Here the terminology 
‘GM’ was used exclusively during 
gameplay. 
p.eaN.ut but if we don’t have gm, i 
think we can help together. 
we smart!!!!! 
Omission of verb to be, influenced 
by ‘Tinglish’  
Exclamation marks  
Do Tae Hee Look!!!  
Friends are reading quest 
assignmen from anouncer.  
 
Omission of articles and pronouns, 
influenced by ‘Tinglish’ 
Misspelling 
 
Hannibal: Yeah!!! I think we should 
read too.  
KUMMONG: Yes. We must understand 
quest assignment for 
conquest. 
Use of the word ‘conquest’ which 
was appropriate for the situation 
Doraemon: Um  
Baboza: i hate reading!!!!!  
Use of emoticon to refer to a sense 
of confusion 
BE: hahaha, me too @_@ 
KUMMONG: Can anyone read and explain 
me later? 
Literal translation from Thai to 
English 
JimTae Hee:  i can read but can’t explain. 
Sorry, I can’t help. 
KILLUA: Hey!!! read finish everyone? 
Zerzeed: 
Static:  
Not yet  
I finished!!!!!! 
Use of emoticon to express sadness. 
Alphabeat: 
KUMMONG:  
Yes, me too. 
What does announcer want 
we do? 
Literal translation from Thai to 
English 
Static:  we must meet Austin to accep Misspelling 
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quest Omission of articles 
 
5.5.2 Overall Use of Discourse Functions in Computer Game Activities 
Analysis of chat transcripts showed that participants generated a wide variety of 
discourse functions when playing and working collaboratively in computer game 
activities. Table 5.15 summarises the frequencies of the occurrence and types of 




Discourse Functions of Clauses in Computer Game Activities by All Participants 













1 2 3 4 5 6 
Greetings 5 3 3 11 15 16 22 53 
Directives 16 20 29 65 18 21 28 67 
Self/Peer corrections 15 17 19 51 7 15 24 46 
Questions/Requests         
 Asking for opinions 11 18 27 56 9 14 17 40 
 Request for information 17 25 30 72 25 30 32 87 
 Question on language/ 
vocabulary 
9 16 18 43 16 15 22 53 
 Asking for explanations 7 12 15 34 10 12 14 36 
 Confirmation checks 4 5 5 14 8 16 17 41 
 Comprehension checks 2 4 5 11 7 15 16 38 
 Clarification requests 10 16 19 45 18 24 26 68 
 Requests for help 8 15 22 45 16 18 24 58 
 General questions 12 25 27 64 17 20 22 59 
 General requests 10 14 16 40 15 24 27 66 
Responses         
 Giving opinions 11 19 28 58 11 14 21 46 
 Explanations 8 13 15 36 10 15 16 41 
 Clarification 10 17 20 47 18 25 26 69 
 Feedback 12 15 17 44 14 15 24 53 
 Trouble or non-understanding 5 6 7 18 17 19 23 59 
 General response 180 245 332 757 59 75 160 294 
Humour 5 7 10 22 4 5 6 15 
Note. 
1
Each computer game session lasted approximately 45 minutes.  
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The analysis revealed that participants did frequently produce a variety of discourse 
functions while interacting in English in computer game activities. When participants 
met in the game, they exchanged greetings (11 times in text-based chat and 53 times 
in voice-based chat) and engaged in small talk, thus establishing strong interpersonal 
relationships and a friendly atmosphere for TL interaction. Participants also gave a 
number of directives (65 times and 74 times in text-and voice-based chat 
respectively), for commanding, inviting, suggesting, advising, instructing, expressing 
good wishes, warning, and begging their interlocutors, and corrected themselves and 
each other’s language use (51 times and 46 times in text-and voice-based chat 
respectively).  
 
A lot of questions, even though they were not well formed (i.e., incomplete (e.g. 
where?) and ungrammatical (e.g. how many we have to kill monster?)), were 
addressed to other game participants during computer game activities to ask for 
opinions (56 times in text-based chat and 40 times in voice-based chat), request 
information (72 times in text-based chat and 87 times in voice-based chat), raise 
queries about language/vocabulary issues (43 times in text-based chat and 52 in voice-
based chat), require more explanation (34 times in text-based chat and 36 times in 
voice-based chat), ask for confirmation and comprehension checks (25 times in text-
based chat and 79 times in voice-based chat), seek clarification (45 times and 58 times 
in text-and voice-based chat respectively), and request help (40 times and 66  times in 
text-and voice-based chat respectively).  
 
Participants also provided a variety of responses. That is to say, they gave opinions 
(58 vs. 46 in text-and voice-based chat respectively), offered explanations (36 vs. 41 
in text-and voice-based chat respectively), clarified what they meant (47 vs. 69 in 
text-and voice-based chat respectively), gave feedback (44 vs. 53 in text-and voice-
based chat respectively), and expressed that they had problems or did not understand 
something (18 vs. 59 in text-and voice-based chat respectively). Finally, participants’ 
interaction in English in the game was found to include some gentle humour (22 and 
15 in text-and voice-based chat respectively). Excerpt 5 exhibits the nature of text-
based interaction during computer game session 2 when participants were helping 
each other to find a starting NPC. 
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Excerpt 5 Help with finding a starting NPC in text-based chat during computer game 
session 2 
Alphabeat: Hey friends!!!! We need to find npc 
shop manager to start quest.  
Greeting 
Directive (suggesting) 




Asking for information 
Equal: quest say manager is in Izlude. General response  
absolute yes, i know but where? and how we 
go? 
Asking for explanations 
KILLUA: We must read map teacher gave. Directive (instructing) 
Farminggo: Yes!!!! Agree!!!! 
Please wait. I reading map now. 
Feedback 
General request 
Independent read read read  
Do Tae Hee: I think i know place we can fine 
manager. Why not follow me? 
General response 
Directive (suggesting) 
Kim Tae Yeon: good idea ^^ Response to a suggestion 
BE: I can follow u anywhere but don’t 
take me to hell. 
Humour 
Do Tae Hee: 555
2
  








Do Tae Hee: Yes  
Follow me: I want 2 walk fast. do you know how 
2 set? 
Asking for information 
KUMMONG Sorry you can not. you are not gm. 
gm can do everything. 
General response & 
Explanation  
Note.  
1‘la’ is an informal particle which does not add the meaning of a sentence and is 
 used in spoken Thai  
 
2
 ‘555’ is the Thai version of ‘lol’ used in a text chat. The number ‘5’ in Thai is 
 pronounced as ‘ha’ so ‘555’ would be ‘hahaha’ 
 
3
 * was used by this participant as a signal for self-correction 
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When comparing TL interaction in text-based chat and voice-based chat, it was found 
that participants generally produced a greater number and variety of discourse 
functions (i.e., greetings, directives, request for information, asking for explanations, 
confirmation and comprehension checks, clarification requests, requests for help, 
general requests, explanations, clarifications, feedback, and expressions of trouble or 
non-understanding) in voice-based chat than they did in text-based chat. Nevertheless, 
it is important to note here that, in addition to different modes of communication, the 
different number of participants in each modality (i.e., group work during text-based 
chat and pair work in voice-based chat) would probably be responsible for the 
discrepancy in the quantity of the discourse functions produced. 
 
Many language functions identified in this study were considered beneficial for 
language development through social, collaborative interaction during gameplay. 
Greetings, asking questions and the use of requests, for example, were present 
frequently in both text-based chat and voice-based chat, when participants worked 
together, either to complete game tasks or to produce the language, thus creating a 
collaborative environment.  
 
Greetings were evident in learner interaction within computer game activities, 
allowing participants to establish good rapport and social interaction necessary for the 
creation of friendly communication in network-based environments. As interaction 
within the game progressed, particularly in voice-based chat, participants seemed to 
develop stronger interpersonal relationships, spending more time exchanging 
greetings and engaging in small talk before starting the quest. Moreover, the finding 
revealed that, during greetings and small talk in most computer game sessions, 
humour was often found in participants’ discourse as a means to facilitate social 
interaction. Excerpt 6 shows an example of greetings exchanged in the last computer 
game session via text-based chat.  
 
Excerpt 6 Greetings, small talk, and humour during small talk via text-based chat in 
computer game session 6 
Hunny_LADY: Hi, how are you today? Greetings 
Hannibal: Hi, Lady. I’m fine. And you?  
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Hunny_LADY: Good. I almost come to class late today. Small talk 
Hannibal: Why?  
Hunny_LADY I got up late, eiei
1
. If I not study English 
today, I not come.  
 
Hannibal: Me too. We should tell this to teacher to get 
good grade. Hahaha. 
Ready for game now? 
Humour 
Hunny_LADY: Yes, I ready.   
Note
1
.  eiei is the textual representation of laughter, which is like ‘heehee,’ ‘huhu,’
 ‘haha,’ ‘hoho,’ etc. in Korean laughter expressions. 
 
Analysis also revealed that participants requested information and help relating to 
gameplay, task completion, language issues, and technical matters during computer 
game activities. These requests increased from the first session to the last session of 
each communication mode (i.e., 8, 15, and 22 times in text-based chat and 16, 18, 24 
times in voice-based chat). Moreover, the responses to these requests, which were 
quite promptly provided, were found to be appropriate, helpful, and supportive, 
offering strong evidence of participants’ desire to help each other. A typical 
interaction can be observed in the following excerpt when participants requested and 
provided assistance regarding quest completion while interacting via voice-based chat 
during gameplay session 4.  
 
Excerpt 7 Request for and provision of assistance regarding quest completion via 
voice-based chat during computer game session 4 
Shadow: I lost quest sheet so I not read it for today. 
Please explain me. 
Request for help 
Alphabeat: Yes, sure. Quest is test knowledge about 
OS. We need to find ‘Tutor’ to accept the 
quest. ‘Tutor’ will ask we advise other 
NPCs about OS. When finish, we can 
upgrade to ‘Novice High.’ Understand? 
Response & Explanation 
Shadow: Yes, I understand. Let’s do it now! 
.....10 turns of dialogues..... 
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Shadow: Good job, buddy. What we should do 
next? 
Request for information 
 
5.5.3 Linguistic Features of the Target Language Produced in the Game 
With regard to the quality of interaction during game play in terms of linguistic 
aspects of the language output, it was found that the interaction in English in the game 
could, to some extent, motivate participants to use different linguistic patterns in order 
to succeed at a given game task. Table 5.16 shows a summary of the observed 




Linguistic Features of All Participants’ Language Production during Computer Game 
Activities across Six Sessions 
 Text-based chat  
Total 
Voice-based chat 
Total Session Session 
1 2 3 4 5 6 
Use of Tense  
(Unit of analysis is Clause) 
       


















 Present Perfect 17 22 25 64 9 15 18 42 
 Past Simple 10 15 21 46 8 12 15 35 
 Future Simple 16 27 36 79 15 23 30 68 
Simple sentences 253 344 487 1,084 215 259 383 867 
Conjunctions         
 Coordinating 35 57 59 151 26 36 40 102 
 Subordinating 12 26 30 68 10 25 27 62 
Relative pronouns 41 53 56 150 25 31 37 93 
Interjection 36 42 45 123 20 25 34 79 
Appropriate word 
use 
1,425 1,834 3,104 6,363 1,104 1,422 2,076 4,604 
Appropriate 
pronunciation 
- - - - 1,007 1.252 1,885 4,144 
 
Since the interaction in the game encouraged authentic and interactive communication 
among participants, they were found to use a wide range of verb forms and attempted 
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to use many language structures. Table 5.16 shows that participants frequently used 
the present simple (805 in written chat and 686 in oral chat), present continuous (122 
in written chat and 101 in oral chat), present perfect (64 in written chat and 42 in oral 
chat), past simple (46 in written chat and 35 in oral chat), and future simple (79 in 
written chat and 68 in oral chat).  
 
Unsurprisingly, because of the greater participation in text-based chat, a greater 
number of verb forms were generated while participants were working collaboratively 
in the game in the written modality than in the oral modality. In addition, the findings 
revealed that participants’ TL interaction in the game reflected a high proportion of 
simple sentences (1,084 in written chat and 867 in oral chat). Nevertheless, an attempt 
to form complex sentences was discovered as evidenced by participants’ use of 
coordinate conjunctions (151 in written chat and 102 in oral chat), subordinate 
conjunctions (68 in written chat and 62 in oral chat) and relative pronouns (150 in 
written chat and 93 in oral chat).  In addition, interjections (123) were also used to 
communicate participants’ emotions while engaged in the game via text-based chat 
(123) and voice-based chat (79).  
 
It was also found that participants engaging in text-based chat paid more attention to 
grammatical accuracy than those communicating orally via voice-based chat in which 
there were no accurate English sentences in the entire three sessions, perhaps because 
participants had more time to prepare and edit sentences in the former modality. 
Lexical appropriateness was found to be generally higher during text-based chat 
(6,363 out of 7,513 words as shown in Table 5.3, or 85 percent of the total words 
produced) than in text-based chat (4,604 out of 5,489 words as shown in Table 5.3,  or 
83 percent of the total words). In terms of pronunciation, in voice-based chat, 
participants were found to be unable to pronounce both simple and long, difficult, 
unfamiliar words, and only 4,144 words out of 5,489 (or 75 percent) were pronounced 
accurately. Excerpt 8 shows the interaction via voice-based chat between participants 
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Excerpt 8 Interaction via voice-based chat during computer game session 6 
HandShootingM79: Can you tell me what the quest 
about? 
 
pUnpOp: It about…er… computer network.  Use of present simple verb 
form 
HandShootingM79: This task must difficult because I 
not studied in class.  
Use of past simple verb 
form and subordinating 
conjunction 
pUnpOp: Hahaha. You will know when you 
start the test that assigned by the 
npc governor. 
 
Use of future simple verb 
form, subordinating 
conjunction, and relative 
pronoun 
HandShootingM79: OK. I think you should start test 
first and tell me answer. 
Use of coordinating 
conjunction 
pUnpOp: Hahaha. Let do together.   
HandShootingM79: Sure.  
 .....8 turns of dialogues.....  
pUnpOp: Hurrah! I have passed the test. Use of interjection and 
present perfect verb form 
HandShootingM79: Wait. You making me kried
1




Kried = Thai word meaning stressed 
 
5.6 Effects of Computer Games on the Quality of Interaction  
To investigate the effects of playing computer games on the quality of TL interaction, 
participants’ discourse functions and linguistic features, produced during the two 
recorded class activities and the last computer game session, were compared.  
 
The most interesting finding was the reduced use of participants’ L1 during gameplay 
than in class activities. However, the primary purpose of the L1 use was found to be 
similar in both settings - to successfully maintain their conversations in English. For 
example, the L1 was used together with the TL when participants wanted to express 
unknown vocabulary in English, to say something complicated, or to solve 
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communication breakdowns. Furthermore, analysis of participants’ interaction during 
computer game activities generally evidenced a wider variety and a greater number of 
discourse functions than did the class activities (see Table 5.17). Participants asked 
others to do something during gameplay twice as often as in class time (28 vs. 14) and 
they used more varied types of directives. Corrections were also more frequent during 
computer game activities than in class activities (24 vs. 6). In addition, participants 
asked more questions and made more requests while interacting with each other in the 
game than in the classroom (239 overall vs. 92 overall). Not surprisingly, questions 
asking for information were more present during gameplay (32) than in class time (8) 
as information exchange was necessary for collaborative interaction in the game. 
However, there was no difference in the quality of the question asked and requests 
made in both conditions; most were short, incomplete, and ungrammatical. 
Furthermore, participants gave more varied types of responses to others, as compared 
to face-to-face conversations (270 overall vs. 203 overall). Finally, many greetings 
(22), confirmations (17) and comprehension checks (16), and instances of the use of 
humour (6) were present in computer game interaction, while none were present in the 
face-to-face interaction.  
 
Table 5.17  
Discourse Functions and Linguistic Features Used by All Participants in Class and 






Discourse functions:   
Greetings 0  22 
Directives 14  28 
Self/Peer corrections 6  24 
Questions/Requests   
 Asking for opinions 14  17 
 Request for information 8  32 
 Questions on language/ 
vocabulary 
16  22 
 Asking for explanations 2   14 
 Confirmation checks 0  17 
 Comprehension checks 0  16 
 Clarification requests 19  26 
(continued) 
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 Requests for help 11  24 
 General questions 13  22 
 General requests 9  27 
Responses   
 Giving opinions 20  21 
 Explanations 8  16 
 Clarification 12  26 
 Feedback 18  24 
 Trouble or non-understanding  12  23 
 General responses 133  160 
Humour 0  6 
Linguistics features:   
Use of Tense    
 Present Simple 243  344 
 Present Continuous 0  46 
 Present Perfect 6  18 
 Past Simple 0  15 
 Future Simple 12  30 
Simple sentences 171  383 
Conjunctions   
 Coordinating 27 40 
 Subordinating 14 27 
Relative pronouns 15 37 
Interjection 28 34 
Appropriate word use 891 2,076 
Appropriate pronunciation 759 1,885 
 
Linguistic characteristics of participants’ interaction in English are summarised in 
Table 5.18. Overall, participants produced a greater number and variety of verb forms 
while engaging in computer game activities as compared to class activities. 
Apparently, all basic verb forms were present in participants’ TL production during 
gameplay, but no present continuous and past simple were used in class activities. 
Due to the constraints of real-time interaction in class activities and computer game 
activities, the language participants produced in both activities was not grammatically 
correct and frequently contained simple sentences. However, participants’ language 
production reflected a higher number of simple sentences (383 vs. 171) in computer 
game activites, as compared to face-to-face conversations. While simple sentences 
were frequently produced, participants’ attempts to form complex sentences were 
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present in both class and computer game activities. More specifically, there was more 
use of conjunctions (40 coordinating conjunctions, 27 subordinating conjunctions) 
and relative pronouns (37) during gameplay than during class time (27 coordinating 
conjunctions, 14 subordinating conjunctions, and 15 relative pronouns). Interjections 
were also more frequent in computer game activities (34) than in class activities (28). 
Finally, participants engaging in computer game activities appeared to pay more 
attention to grammatical accuracy than those communicating face-to-face in class 
activities. That is, their language in gameplay contained more appropriate word use 
(2,076 out of 2,395 words, or 87 percent of the total words produced) and more 
appropriate pronunciation (1,885 words, or 79 percent) than in class activities where 
participants used only 891 words (out of 1,257, or 71 percent of the total words 
produced) appropriately and pronounced only 759 words (or 60 percent).  
 
Although no statistical tests were carried out to determine if there were any 
statistically significant differences in the quality of interaction between class and 
computer game activities, there were indications in the transcripts that computer 
games might be effective in encouraging Thai EFL learners to produce more 
discourse functions and linguistic features. 
 
Chapter Summary 
The findings presented in this chapter have answered the first research question ‘How 
does playing computer games affect a) the quantity and b) the quality of interaction in 
English of Thai ‘English as a foreign language’ (EFL) learners?’ The findings from 
the transcripts of participants’ interaction in the recorded class activities set the scene 
for how Thai EFL learners interacted with each other in the language classroom. In 
terms of quantitative aspects, the analysis revealed that participants did not produce 
many words, did not take many turns in the TL, and overused the L1. In contrast, the 
chat transcripts of participants’ interaction in computer game activities yielded 
different findings; gameplay elicited increases in both the number of words and turns 
in the TL and reduced the use of L1 over the six computer game sessions. The 
statistical analysis confirmed that gameplay had positive effects on the quantity of 
interaction of Thai EFL learners, with significant differences and large effect sizes, 
when compared with participants’ interaction during class activities. In addition to 
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this quantitative discrepancy, participants’ TL interaction in the game environment 
was found to be qualitatively different from in the face-to-face setting; they actually 
used the language with a wider variety of discourse functions and linguistic features. 
The following chapter presents findings on the second research question.  
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CHAPTER 6 
THE EFFECTS OF COMPUTER GAMES ON WILLINGNESS TO 
COMMUNICATE 
Chapter Overview 
This chapter presents the results for the study’s second research question: How does 
playing computer games affect Thai EFL learners’ willingness to communicate 


















Figure 6.1 Organisation of chapter 6 
 
First, I describe participants’ responses to WTC questionnaires completed at the start 
of the study, asking about their perceptions of WTC in the classroom, their 
communicative self-confidence, and their perceived use of English as the target 
language (TL) in the language classroom. These responses were useful to give an 
indication of participants’ general willingness for English communication in the 
classroom, prior to the intervention. Next, I report participants’ responses to the 
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second set of WTC questionnaires completed after the last computer game activity 
session (i.e., the 6
th
 session), asking more specific questions relating to WTC in 
English while participating in computer game activities. A comparison between 
participants’ WTC in a non-computer game setting and their WTC in the game 
environment is then made to reveal any differences and, in turn, establish whether 
computer games played a significant role in Thai EFL learners’ WTC. Next, I report 
on the transcripts of participants’ interaction via text- and voice-based chats during 
the six computer game sessions. After that, I report the data of the interviews held 
with five of the participants to supplement the questionnaire responses and language 
production. Finally, participants’ self-report and language data are used to provide 
evidence of the effects of gameplay on EFL learner’s WTC in the TL.   
 
6.1 Learners’ WTC in English in the Classroom: Questionnaire Findings 
The subsections that follow report participants’ responses to the first set of WTC 
questionnaires which were completed prior to the first computer game session and 
elicited participants’ general willingness to engage in English communication in the 
language classroom. This questionnaire was composed of commonly investigated 
communication-related measures: a) perceptions of willingness to use English for 
communication, b) state communicative self-confidence, and c) frequency of 
communication in English. Cronbach's coefficient alpha (α) was used to calculate the 
reliability of the questionnaire and was 0.951, suggesting that the questionnaire, as a 
whole, was within the acceptable level. See section 4.8.2 for details of the 
measurement.  
 
6.1.1 Perceptions of WTC in English in the Classroom 
The first section of the first set of WTC questionnaires asked participants to rate their 
perceptions associated with their WTC in English on a scale from 1 (‘very unwilling’) 
to 5 (‘very willing') in a range of communication tasks they normally engage in during 
class time. The Cronbach alpha coefficient for this scale was .762. The means of the 
responses was calculated and then interpreted according to the scale below (Table 
6.1). The cutoff points were set at a range (interval) of 0.5 for the first and last, but 1 
for those in between, based on the nature of the curve of normal distribution in which 
the intervals of the two tails are narrower than those of the middle, as advised by a 
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statistical expert (D. Matee, personal communication, July 4, 2011). Table 6.1 




The Interpretation Scale of Mean Scores for the WTC Level Perceived by Participants 
Range of Mean Scores   Interpretation 
4.50 - 5.00 = Very willing 
3.50 - 4.49 = Somewhat willing 
2.50 - 3.49 = Neutral 
1.50 - 2.49 = Somewhat unwilling 
1.00 - 1.49 = Very unwilling 
 
The overall mean of 2.33 with a standard deviation of .55 indicated that participants 
perceived themselves to be somewhat unwilling to engage in communication 
situations in the classroom, using the TL. As indicated in Table 6.2, participants 
generally showed a low level of WTC in English as they were somewhat unwilling to 
talk to their classmates about a class assignment (M = 2.33, SD = .88), to 
communicate their ideas, feelings and opinions  (M = 1.63, SD = .76), and to read task 
descriptions/instructions (M = 1.96, SD = .81). Additionally, when participants were 
confused about a task and when their classmates said something in English, they were 
neutral about their willingness to ask for clarification (M = 2.86, SD = .819) and to 
listen to what their classmates said (M = 2.86, SD = .78). 
 
Table 6.2 
Participants’ Perceptions of WTC in English in the Classroom (N = 30) 
Communication tasks Mean    SD Interpretation 
1.1 Talk to your classmates about a class 
assignment. 
2.33 .88 Somewhat unwilling 
1.2 Communicate ideas, feelings and 
opinions. 
1.63 .76 Somewhat unwilling 
1.3 Ask for clarification when you are 
confused about a task you must 
complete. 
2.86 .82 Neutral 
(continued) 
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Table 6.2 (continued) 
Communication tasks Mean    SD Interpretation 
1.4 Read task description/instructions 
before you start completing. 
1.96 .81 Somewhat unwilling 
1.5 Listen to what your classmates say in 
English. 
2.86 .78 Neutral 
Overall Mean 2.33 .55 Somewhat unwilling 
 
6.1.2 Levels of State Communicative Self-Confidence in the Classroom 
The second section of the first set of WTC questionnaires dealt with participants’ 
feelings about communication in terms of state communicative self-confidence when 
using English in a classroom setting. The questions probed participants’ state anxiety 
levels and state self-perceived communicative competence degrees to indicate their 
state communicative self-confidence and, in turn, their WTC in the TL. The Cronbach 
alpha coefficient for this scale was .899. The alpha levels for the five state anxiety 
items and five state self-perceived communicative competence items were .836 and 
.774 respectively. Again, participants were asked to indicate on a 5-point Likert scale, 
with the anchors 1 (‘strongly disagree’) to 5 (‘strongly agree’), to mark the extent to 
which they agreed or disagreed with the statements indicative of state anxiety and 
state self-perceived communicative competence. The favourable and unfavourable 
statements were interpreted using the scale in Table 6.3.  
 
Table 6.3 
The Interpretation Scale of Mean Scores for Favourable and Unfavourable Items 
Favourable Statements Unfavourable Statements 
4.50 - 5.00 = Strongly agree 1.00 - 1.49 = Strongly agree 
3.50 - 4.49 = Agree 1.50 - 2.49 = Agree 
2.50 - 3.49 = Neutral/No opinion 2.50 - 3.49 = Neutral/No opinion 
1.50 - 2.49 = Disagree 3.50 - 4.49 = Disagree 
1.00 - 1.49 = Strongly disagree 4.50 - 5.00 = Strongly disagree 
 
Overall, participants showed low levels of state communicative self-confidence, as 
indicated by low average scores of the ten items (M = 2.18, SD = .35, see Table 6.4), 
which in turn suggested that they generally were not very willing to use English to 
communicate in the classroom. According to Table 6.4, low average scores for state 
anxiety items (M = 2.29, SD = .41) signify that participants suffered from high levels 
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of state anxiety when it came to communicating in English during class time. 
Particularly, they were worried about making mistakes (M = 2.33, SD = 1.18) and felt 
nervous about using English while participating in class activities (M = 2.00, SD = 
.83). Participants also felt uncomfortable sharing their ideas/feelings/opinion in 
English with their classmates (M = 2.49, SD = .73), which corresponds with the 
perception that that they were somewhat unwilling to do so (M = 1.63, SD = .76, see 
Table 6.2). In addition to production of communication, participants were also 
worried about their communicative comprehension. Specifically, the results showed 
that participants were worried that they would not understand what their classmates 
said in English (M = 1.80, SD = .81). Finally, when asked about relaxation when using 
English in class, they were neutral (M = 2.83, SD = .79). 
 
The fact that participants suffered from high levels of state anxiety regarding 
communication in English was found to influence the way they perceived their 
communicative competence. That is, anxious individuals were likely to perceive their 
communicative competence to be low. The results in Table 6.4 showed low averaged 
scores for state self-perceived communicative competence items (M = 2.06, SD = .29) 
which suggested participants’ low levels of state self-perceived communicative 
competence when engaged in communication in English in the classroom. Participants 
generally perceived that communicating in English was difficult (M = 1.83, SD = .75) 
and thought that they could not say what they wanted to say in English (M = 1.96, SD 
= .72) and that they did not know the words required for each task completion (M = 
1.80, SD = .81). They also perceived themselves to have poor English, which might 
negatively affect their interlocutors’ comprehension (M =2.30, SD = .84). Moreover, 
participants did not believe that class activities helped develop their fluency (M = 
2.43, SD = .73).  
 
To sum up, the combination of participants’ high levels of state anxiety and low levels 
of state self-perceived communicative competence apparently reflected their low 
levels of state communicative self-confidence, as revealed in Table 6.4. The fact that 
participants did not feel competent enough consequently suggested their low level of 
willingness to engage in TL communication in the classroom.   
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Table 6.4 
Participants’ Levels of State Communicative Self-Confidence in the Classroom (N = 
30) 
Statements  Mean    SD Interpretation 
State anxiety items    
2.1 I am not worried about making 
mistakes. 
2.33 1.18 Disagree 
2.2 I am worried that I will not understand 
what my classmates say in English.* 
1.80 .81 Agree 
2.3 I feel nervous about using English while 
participating in class activities.* 
2.00 .83 Agree 
2.4 I feel comfortable sharing my 
ideas/feelings/opinions with my 
classmates. 
2.49 .73 Disagree 
2.5 In general, I find communicating in 
English in classroom situations 
relaxing.    
2.83 .79 Neutral/No 
opinion 
All state anxiety items 2.29 .41 Disagree  
State self-perceived communicative competence items 
2.6 I find it difficult to communicate in 
English.* 
1.83 .75 Agree 
2.7 I can say what I want to say in English. 1.96 .72 Disagree 
2.8 I think my classmates cannot 
understand me because of my poor 
English.* 
2.30 .84 Agree 
2.9 I know the words required for each task 
completion. 
1.80 .81 Disagree 
State self-perceived communicative competence items  
2.10 I think participating in class activities 
help me develop my fluency (i.e. with 
little hesitation and pauses). 
2.43 .73 Disagree 
All state perceived communicative competence 
items 
2.06 .29 Disagree  
Overall Mean  2.18 .35 Disagree 
Note. *Responses for these items were reversed.  
 
6.1.3 Frequency of English Use in the Classroom 
The third section examined participants’ reflections on the frequency of their TL use 
in class. They were asked again to report how often they had engaged in 
communication in English on a 5-point scale, corresponding to 1 = ‘never’, 2 = 
‘rarely’, 3 = ‘sometimes’, 4 = ‘often’, and 5 = ‘always’. One open-ended question was 
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also included, asking participants to estimate the amount of conversation in English 
with teachers and friends in class. The scale was shown to be highly reliable, with an 
alpha coefficient of .921. The level of reported TL communication frequency was 
interpreted using the scale in Table 6.5. 
 
Table 6.5 
The Interpretation Scale of Mean Scores for English Communication Frequency 
Range of Mean Scores  Interpretation 
4.50 - 5.00 = Always 
3.50 - 4.49 = Often 
2.50 - 3.49 = Sometimes 
1.50 - 2.49 = Rarely 
1.00 - 1.49 = Never 
 
Overall, participants’ responses reflected their low frequency (M = 2.30, SD = .39) of 
TL use in the classroom (see Table 6.6). Interestingly, participants reported that they 
rarely used English when participating in class activities (M = 2.46, SD = .82), which 
may in fact be their only chance to speak English. Additionally, when they were asked 
to estimate the amount of conversation in English with their teachers and friends in 
class, on average they reported that they used English approximately 24 minutes per 
90 minute session. When considering specific English classroom communication 
behaviour, it was found that participants used English more frequently when they 
spoke with friends (M = 2.50, SD = .82) and when called upon by the teacher to ask 
questions and to comment (M = 2.76, SD = .97) than when volunteering to ask or 
answer questions (M = 1.93, SD = .91) and explaining task instructions to friends in 
class (M = 1.86, SD = .94). As discussed in Chapters 2 and 4, WTC has been shown to 
influence the frequency and amount of the TL use. The reported English 
communication frequency therefore suggested participants’ low willingness to engage 
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Table 6.6 
Participants’ Frequency of English Use in Class (N = 30) 
Communication tasks Mean SD Interpretation 
3.1 I use English to communicate with friends. 2.50 .82 Sometimes 
3.2 I speak in English when called upon by the 
teacher to ask questions and comment. 
2.76 .97 Sometimes 
3.3 I ask or answer questions voluntarily in 
class. 
1.93 .91 Rarely 
3.4 I explain task instructions to my friends in 
English. 
1.86 .94 Rarely 
3.5 I use English only when I participate in class 
activities. 
2.46 .82 Rarely 
Overall Mean 2.30 .39 Rarely 
 
6.2 Learners’ WTC in English in the Computer Game 
In this section, the WTC questionnaire, language production, and interview data are 
reported, revealing how willing participants were to use the TL to communicate in a 
computer game setting. Participants’ responses obtained from the two sets of WTC 
questionnaires are also compared and statistical analyses are presented to test for 
significant differences and, in turn, to establish whether computer games played a 
significant role in Thai EFL learners’ WTC. 
 
6.2.1 Questionnaire Findings 
The following subsections reports participants’ responses to the second set of WTC 
questionnaires which included questions relating to WTC in English in a computer 
game setting and which were completed after the last computer game session (i.e., the 
6
th
 session). The responses therefore reflected how willing participants were to use 
English to communicate in computer game activities. Unlike the first set of WTC 
questionnaires, the second set of questionnaires contained only two measures: 1) 
perceptions of WTC in English and 2) state communicative self-confidence. The 
measure of frequency of L2 use was not included in this set of questionnaires because 
it was measured directly through participants’ chat logs. The overall reliability 
coefficient of this set of questionnaires was .883. The findings obtained from this set 
of questionnaires are then compared with those from the first set to determine the 
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differences in WTC levels between the two settings and thus to determine whether 
completing the computer games played a significant role in the levels of WTC. 
 
6.2.1.1 Perceptions of WTC in English in the Computer Game 
The first section of the second set of WTC questionnaires examined participants’ 
perceptions of their WTC in English while engaged in communication tasks common 
to a gaming environment. They were asked to rate their perceptions on a scale from 1 
(‘very unwilling’) to 5 (‘very willing'). The Cronbach alpha measurement of internal 
consistency was .709. Although this is not high, the number of items on the 
questionnaire was fairly low, so internal reliability was considered to be satisfactory.  
 
Table 6.7 presents participants’ perceptions of their WTC in English while engaged in 
communication situations in the game as a form of CALL in this study. Taken as a 
whole, participants’ perceptions towards WTC were positive as they perceived that 
they were somewhat willing to use the TL for both talking and comprehending when 
interacting in the game (M = 3.84, SD = .286). Specifically, when participants were 
confused about a task and when other game players were talking, they perceived that 
they tended to use English somewhat willingly to ask for clarification (M = 4.06, SD = 
.78) and listen to their friends (M = 4.06, SD = .69).  They also thought that they were 
somewhat willing to talk to other game players about a quest assignment (M = 3.86, 
SD = .68). However, they remained neutral to willingly express ideas, feelings and 
opinions in the game (M = 3.36, SD = .76). 
 
Table 6.7 
Participants’ Perceptions of WTC in English in the Computer Game (N = 30) 
Communication tasks Mean SD Interpretation
a
 
1.1 Talk to other game players about a quest 
assignment. 
3.86 .68 Somewhat willing 
1.2 Communicate ideas, feelings and 
opinions. 
3.36 .76 Neutral 
1.3 Ask for clarification when you are 
confused about a task you must 
complete. 
4.06 .78 Somewhat willing 
(continued) 
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Table 6.7 (continued) 
Communication tasks Mean SD Interpretation
a
 
1.4 Read quest description/instructions 
before you start completing. 
3.86 .73 Somewhat willing 
1.5 Listen to what other game players say in 
English. 
4.06 .69 Somewhat willing 
Overall Mean 3.84 .286 Somewhat willing 
Note. 
a
See Table 6.1 for an interpretation scale. 
 
The mean scores of participants’ perceptions associated with their WTC in English in 
class and computer game activities were compared. As shown in Table 6.8, it became 
obvious that participant perceived themselves to be more willing to communicate in 
the game than in the classroom. They generally perceived themselves to be somewhat 
willing to use English during gameplay (M = 3.84, SD = .286) whereas somewhat 
unwilling to do so in class (M = 2.33, SD = .545). An examination of the individual 
communication tasks mean scores also revealed that there was a difference in 
participants’ perceptions, indicating that they were  more willing to interact in English 
in communication situations in the game than they were in the classroom.  
 
Table 6.8 
Difference in Participants’ Perceptions of WTC in English in the Classroom and the 
Computer Game (N = 30) 
 Classroom Computer Game 
Difference 
Communication tasks M Interpretation M Interpretation 
2.1 Talk to your 
classmates 
(other game 













3.36 Neutral +1.73 
2.3 Ask for 
clarification 
when you are 
confused about 
a task you must 
complete. 
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Table 6.8 (continued) 
 Classroom Computer Game 
Difference 
Communication tasks M Interpretation M Interpretation 
















2.86 Neutral 4.06 Somewhat 
willing 
+1.20 






6.2.1.1.1 Statistical Analysis 
A paired-samples t-test was performed to determine the difference between 
participants’ perceptions of WTC in English in the classroom and the computer game. 
An alpha level of .05 was used as a significance criterion for all statistical tests, as is 
standard practice. Cohen’s d (1988) was subsequently calculated to indicate the effect 
size. Overall, the paired-samples t-test results confirmed that participants exhibited 
significantly more positive perceptions about their WTC in English during computer 
game activities (M = 19.23, SD = 2.49) than they did during class time (M = 11.67, SD 
= 2.9), t(29) = 21.54, p < 0.001. The effect size was very large (d = 2.79). Results are 
shown in Table 6.9.  
 
Table 6.9 
Paired Samples T- Test for Mean Scores of Participants’ Perceptions of WTC in 










































WTC  in game 
 







6.85 8.29 21.54 29 .000 
d = 
2.79 
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6.2.1.2 Levels of State Communicative Self-Confidence in the Computer Game  
The second section measured participants’ overall state communicative self-
confidence while engaged in communication in English in  computer game activities 
on a 5-point Likert scale, with response anchors ranging from ‘strongly disagree’ (1) 
to ‘strongly agree’ (5).  The levels of state anxiety about using English and state self-
perceived communicative competence which participants experienced during 
computer game activities were used to indicate their state communicative self-
confidence which, in turn, reflected their WTC levels. The Cronbach alpha coefficient 
for this scale was .825. The alpha level for state anxiety items was .695 and for items 
in state self-perceived communicative competence was .722. Generally, participants 
reported low levels of state anxiety and high levels of state perceived communicative 
competence. The combination of low state anxiety and high state perceived 
communicative competence reflects their high levels of state communicative 
confidence (M = 3.98, SD = .40), as indicated in Table 6.10. 
 
Keeping in mind that a high averaged score for state anxiety items indicates a low 
level of state anxiety, findings in Table 6.10 show that participants were less anxious 
when it came to communicating in English during gameplay (M = 4.19, SD = .33). 
Most importantly, participants reported that they were not nervous about using 
English while participating in computer game activities (M = 4.57, SD = .50) and 
found communicating during gameplay relaxing (M = 4.50, SD = .51). They also 
claimed that they were not anxious about both production of communication and 
communicative comprehension while engaged in TL communication while playing 
games. In other words, they were not afraid of making mistakes (M = 3.83, SD = .75), 
felt relaxed about sharing their ideas/feelings/opinions with their friends in the game 
(M = 3.97, SD = .72), and were not nervous about understanding what was said in 
English during gameplay (M = 4.07, SD = .58).  
 
Bearing in mind that a high averaged score for state perceived communicative 
competence items suggests a high level of state perceived communicative 
competence, the findings from the questionnaire reveal that participants perceived 
themselves to be quite confident in their abilities to communicate in English while 
engaged in TL communication in computer game activities (M = 3.77, SD = .39), as 
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indicated in Table 6.10. Participants believed that participating in computer game 
activities helped them develop their fluency (M = 4.27, SD = .45). They also 
expressed positive views of their abilities to communicate in English successfully in 
the game as they did not find it difficult to communicate in English (M = 4.10, SD = 
.71), perceived themselves to have abilities to say what they wanted to say in English 
(M = 3.50, SD = .57) and regarded their English as not too poor for their friends to 
understand (M = 3.53, SD = .68). 
 
In summary, participants were found to demonstrate high levels of state 
communicative confidence while engaged in computer game activities, using the TL. 
They reported that they were not anxious about using English to communicate and 
perceived that they were competent enough to communicate with others in English. 
The findings, therefore, suggested that participants were willing to communicate in 
English in computer game activities.   
 
Table 6.10 
Participants’ Levels of State Communicative Self-Confidence in the Computer Game  
Statements  Mean    SD Interpretation
a
 
State anxiety items    
2.1 I am not worried about making 
mistakes. 
3.83 .75 Agree 
2.2 I am worried that I will not understand 
what other players say in English.* 
4.07 .58 Disagree 
2.3 I feel nervous about using English 
while participating in computer game 
activities.* 
4.57 .50 Strongly 
disagree 
2.4 I feel comfortable sharing my 
ideas/feelings/opinions with other 
players. 
3.97 .72 Agree 
2.5 In general, I find communicating in 
English in computer game situations 
relaxing.    
4.50 .51 Strongly agree 
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Table 6.10 (continued) 
Statements  Mean    SD Interpretation
a
 
State perceived communicative competence items 
2.6 I find it difficult to communicate in 
English.* 
4.10 .71 Disagree 
2.7 I can say what I want to say in 
English. 
3.50 .57 Agree 
2.8 I think other players cannot understand 
me because of my poor English.* 
3.53 .68 Disagree 
2.9 I know the words required for each 
task completion. 
3.43 .77 Neutral / No 
opinion 
2.10 I think participating in computer game 
activities help me develop my fluency 
(i.e. with little hesitation and pauses). 
4.27 .45 Agree 
All state perceived communicative 
competence items 
3.77 .39 Agree  
Overall Mean  3.98 .40 Agree 
Note.  *Responses for these items were reversed.  
 
a
See Table 6.3 for an interpretation scale. 
 
Table 6.11 displays the level of self-confidence participants felt to communicate in 
English in the classroom and the game, as well as any increase or decrease between 
the mean scores obtained from the two sets of WTC questionnaires. Obviously, there 
was a difference in the overall state communicative self-confidence of participants 
when interacting with each other using the TL during gameplay, compared to their 
classroom interaction.  There was also a difference with respect to the levels of state 
anxiety and the levels of state perceived communicative competence when English 
was used to interact with each other in computer game activities.   
 
Table 6.11 
Difference in Participants’ Levels of State Communicative Self-Confidence in the 
Classroom and the Computer Game (N = 30) 
 Classroom Computer Game 




State anxiety items    
2.1 I am not worried about 
making mistakes. 
2.33 Disagree 3.83 Agree +1.5 
  (continued) 
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Table 6.11 (continued) 
 Classroom Computer Game 




2.2 I am worried that I will 
not understand what 
my classmates (other 
players) say in 
English.* 
1.80 Agree 4.07 Disagree +2.27 
2.3 I feel nervous about 
using English while 
participating in class 
(computer game) 
activities.* 
2.00 Agree 4.57 Strongly 
disagree 
+2.57 
2.4 I feel comfortable 
sharing my 
ideas/feelings/opinions 
with my classmates 
(other players). 
2.49 Disagree 3.97 Agree +1.48 
2.5 In general, I find 
communicating in 
English in classroom 
(computer game) 






All state anxiety items 2.29 Disagree 4.19 Agree +1.9 
State perceived communicative competence items   
2.6 I find it difficult to 
communicate in 
English.* 
1.83 Agree 4.10 Disagree +2.27 
2.7 I can say what I want 
to say in English.  
1.96 Disagree 3.50 Agree +1.54 
2.8 I think my classmates 
(other players) cannot 
understand me because 
of my poor English.* 
2.30 Agree 3.53 Disagree +1.23 
2.9 I know the words 
required for each task 
completion. 
1.80 Disagree 3.43 Neutral / 
No opinion 
+1.63 
2.10 I think participating in 
class (computer game) 
activities help me 
develop my fluency. 
2.43 Disagree 4.27 Agree +1.84 
All state perceived 
communicative competence 
items 
2.06 Disagree  3.77 Agree  +1.71 
Overall Mean  2.18 Disagree 3.98 Agree +1.8 
Note.  *Responses for these items were reversed. 
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6.2.1.2.1 Statistical Analysis 
Findings in Table 6.12 show that participants had lower levels of state anxiety when it 
came to communicating in English during gameplay (M = 20.93, SD = 2.08) than they 
did during class time (M = 11.47, SD = 3.43). This difference was statistically 
significant (t(29) = 21.20, p < 0.001), with a very large effect size (d = 3.33). The 
difference between the state anxiety participants felt during class time and during 




Paired Samples T-Test for Mean Scores of Participants’ Levels of State Anxiety when 




































size Lower Upper 
SA in game 
 










10.38 21.20 29 .000 d = 3.33 
 
As shown in Table 6.13, levels of state perceived communicative competence 
participants felt during computer game activities (M = 18.83, SD = 2.23) differed from 
those felt during class time (M = 10.33, SD = 2.78) and again, this was statistically 
significant (t(29) = 24.40, p < 0.001). The effect size (d) of 3.37 was very large.  
 
Table 6.13 
Paired Samples T-Test for Mean Scores of Participants’ Levels of State Perceived 
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SPCC in game 
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Participants’ state anxiety average scores for each setting were compared. Participants 
reported higher levels of state communicative self-confidence while engaged in 
computer game activities (M = 39.77, SD =3.95) than during class time (M = 21.80, 
SD = 5.99), as presented in Table 6.14. There was a statistically significant difference 
(t(29) = 25.89, p < 0.001), with a very large effect size (d) of 3.54. 
 
Table 6.14 
Paired Samples T-Test for Mean Scores of Participants’ Levels of State 
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6.2.2 Language Data Findings 
In addition to participants’ self-report questionnaire for perceptions of WTC in 
English and state communicative self confidence felt during computer game activities, 
participants’ WTC was also gauged by the amount of English they actually used over 
the six computer game sessions. That is, their WTC was measured by quantifying the 
number of words uttered and turns performed in the game by participants. The amount 
of language output and the number of times participants attempted to use the TL were 
used to indicate their WTC in English. In general, a large quantity of target language 
production was considered to reflect high willingness to use English for 
communication. The actual English use in the game was then compared with what 
participants self-reported about their communication in English in the classroom to 
reveal differences in participants’ WTC between the two settings. Although 
perception and actual use of the target language are not the same measure, they were 
considered similar enough to provide evidence of participants’ WTC.  
 
Table 6.15 shows the total number of English words participants produced and turns 
they took while participating in computer game activities. Overall, participants 
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showed increasing levels of WTC in English during gameplay as the number of words 
and turns increased over the three text-based chat sessions (from session 1 to session 
3) and the three voice-based chat sessions (from session 4 to session 6).  
 
Table 6.15  
Number of Words and Turns in Each Mode of Communication over Six Computer 
Game Sessions (N = 30) 













Number of words 1,735 2,354 3,424 1,367 1,727 2,935  
Number of turns 357 498 649 296 386 507 
Note. Each computer game session lasted approximately 45 minutes.  
 
The amount of English used by all participants during gameplay through text-based 
chat was found to increase by about 50 percent, from 1,735 to 3,424 words. A similar 
pattern was also observed while participants interacted with each other via voice-
based chat in the game. The number of English words increased by more than 50 
percent, from 1,367 to 2,935. In terms of turn taking, participants’ English 
communication frequency was found to increase in the last session of each 
communication mode when compared to the first session when participants had just 
started and were not yet used to the game. An increase of 292 and 211 turns was noted 
for participants’ interaction in the game via text-based communication and voice-
based communication respectively. The quantity of learners’ interaction in English in 
computer game activities has been thoroughly presented in Chapter 5 and will not be 
reported again here.  
 
As presented earlier in Section 6.1.3, participants self-reported that they were not very 
willing to use the TL to interact inside the classroom. In particular, they reported that 
they used English with their teachers and friends in class approximately 24 minutes 
per session and that they rarely used English when participating in class activities. 
The observation of participants’ actual communication in English in the game, 
however, yielded very different results. Specifically, most of the participants managed 
to keep communicating in English throughout each computer game session and a 
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large amount of English was used among the participants. The findings, again, 
confirmed that participants were more willing to communicate in English in the game 
than inside the classroom. 
 
6.2.3 Interview Findings 
In addition to quantitative data (i.e., questionnaire results revealing participants’ 
feelings about their own WTC in the TL and overall language output) participants’ 
WTC was also investigated through interviews. Six semi-structured interviews were 
held with the same five participants after completion of each computer game session 
(i.e., a total of 30 interviews). Each interview took between 15 to 30 minutes 
(depending on the amount of detail each participant was willing to provide) and 
mainly involved eliciting narratives from participants. The interviews were conducted 
in Thai and they were audio recorded. The interviews were transcribed verbatim and 
then translated into English by me. In this section, profiles of the five interviewees are 
presented for an understanding of the participants and the research context, followed 
by their communicative experience and perceptions of willingness to use English for 
communication while engaged in the game. The interview results obtained via the 
narratives helped to better understand the participants’ WTC by shedding light on 
issues that were less apparent in the questionnaire findings and language output.  
 
6.2.3.1 Introducing the Five Interviewees 
All the five interviewees shared characteristics (i.e., having few opportunities to use 
English outside the classroom, being humble when asked to self-assess their English 
communication abilities) which are typical of language learners in the Thai EFL 
setting, and which could affect their WTC levels and beliefs brought to the context of 
study.  
 
Alphabeat was male and 20 years old. At the time of the study he had been studying 
English as a foreign language for 15 years. He had no experience living in an English 
speaking country, and, apart from formal classes, he only used English for watching 
English movies (with Thai subtitles) about once a month. He seemed an anxious 
learner because he underestimated his abilities to communicate in English by 
evaluating himself as having poor communication skills despite the fact that his DPU-
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TEP and DPU-ELT scores indicated a high English proficiency level and a high 
speaking proficiency level respectively. My observation also confirmed that he had 
very good English and what he said was usually interesting and intelligent. 
Notwithstanding this, he often appeared to be not very confident and to lack the 
competence to use the language in front of other learners in class. He only participated 
when the group members and the whole class were quiet or seemed to wait for his 
contribution, and when he was directly addressed. An important change to his 
participation was observed when he participated more voluntarily during computer 
game activities. In terms of gaming experience, he had played many kinds of games 
for over ten years and spent more than 20 hours a week playing games. He also had a 
positive attitude towards playing games for language learning improvement.  
 
Equal was female and 19 years old. She had studied English for 12 years and had 
never been in an English speaking country. She used English inside the language 
classroom and also outside the classroom for watching movies (with Thai subtitles) 
about once a month. Like Alphabeat, Equal assessed herself as having poor 
communication skills but her test scores and my observation suggested a high English 
proficiency level, a high speaking proficiency level, and a good language learner. I 
noticed that she did not talk much in English or volunteer to participate in English in 
class. She said she did not like speaking in class because she did not feel relaxed and 
comfortable in this setting. Nonetheless, she showed more active participation in 
English during computer game activities – behaviour she never displayed in a 
classroom. Regarding gaming experience, she seemed uninterested in games and 
reported only playing games occasionally. Nevertheless, she held a positive attitude 
towards playing games for improving her language skills.   
 
BB was a 21-year old male learner who had learnt English for 10 years and had no 
experience of using English in an English speaking country. Outside of class, he used 
English for watching English movies (with Thai subtitles) and reading English 
newspapers about once a month. Like typical Thai EFL learners and other participants 
in this study, BB claimed that he was not confident in his abilities to communicate 
and comprehend English, and he regarded his communication skills as poor in spite of 
his high English proficiency level (as indicated by his DPU-TEP scores), and high 
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speaking proficiency level (as indicated by his DPU-ELT scores). From my point of 
view, BB’s English appeared to be the best in the class. From my observation, he 
participated in English very often during class activities (he normally raised his hand 
if he had something to say or wanted to ask a question but never tried to dominate 
conversations) and this was even more pronounced during computer game activities. 
When asked about his gaming experience, he said that he was not a gamer as he had 
only started playing games a year ago and spent about three hours a week playing 
games. Nevertheless, he believed that computer games could assist language learning.  
 
pUnpOp was male and 21 years old. He had learnt English for 10 years and had never 
spent time in an English speaking country. He used English inside the classroom and 
he also used the language outside the classroom for watching English movies (with 
Thai subtitles) about once a month. DPU-TEP and DPU-ELT scores suggested that he 
had a low English proficiency level and a low speaking proficiency level respectively. 
He complained about his poor English and communication skills, and he did not 
regard himself as competent. However, when asked to communicate, he often 
participated, albeit reluctantly, in class and showed a stronger desire to interact with 
other learners in English during gameplay. He had been an avid game player for over 
10 years, playing games for up to 100 hours per week. He showed a positive attitude 
towards computer games, claiming that the use of games could be a powerful 
language learning tool.  
 
Follow-me was female and 22 years old. She had learnt English for 16 years and had 
no experience of living in an English speaking country. She typically used English in 
class but did not have any exposure to English outside the classroom. She evaluated 
herself as having fair communication skills. Her DPU-TEP and DPU-ELT scores 
indicated that she actually had a low English proficiency level and a low speaking 
proficiency level respectively. It was observed that she was generally quiet and shied 
away from both group and class discussions when it came to communicating in 
English but she was very talkative when speaking in the L1. In addition, I observed 
that she was often reluctant to communicate in English, while engaged in computer 
game activities. In terms of gaming experience, she had played several kinds of games 
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for 4 years and spent about 15 hours a week playing games. She also believed that 
playing computer games is helpful for learning English.  
 
6.2.3.2 Learners’ Communicative Experience in the Game 
When asked about what interviewees did and how they used the TL in the game, both 
favourable and unfavourable experiences interacting in English in the game were 
reported during the six interview sessions. On the one hand, four out of five 
interviewees said that they enjoyed communicating in English in the game and 
described their communicative behaviour and language use which could reflect their 
high WTC in English in the game. On the other hand, Follow-me (the final 
interviewee above) alone claimed that she did not find communicating in the game 
enjoyable and did not perceive that experience in itself as valuable. In addition, her 
responses during most of the interviews were exclusively negative, suggesting that 
she was not very willing to communicate in English in the game.  
 
In general, four interviewees reported a greater amount of TL production and non-
stressful communication while engaged in the game, showing their high WTC. 
Unsurprisingly, the environment in the game was generally noted by all of the four 
interviewees to allow them to communicate in English in a relaxing way. When asked 
to elaborate more on their responses, these four interviewees claimed that they 
increasingly used English to interact with one another because they felt relaxed and 
confident about using the language (despite indicating a few moments of frustration 
and some initial anxiety during the first computer game session), and because 
interaction in the game provided a safe context for them to use the language without 
worrying about making mistakes. Alphabeat commented, “I enjoyed communicating 
in the game because I was able to use English only, and I could have a chance to 
speak English much more than ‘yes’ ‘no’ ‘okay’” (Interview session 1, 22 June 2010). 
Similarly, Equal, who did not talk much in class but appeared to show increased 
participation in the game, felt that computer games contributed to her increase in TL 
production and caused her to become a more active participant. She also explained 
how she experienced emotional security and how she communicated during the first 
computer game session: 
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“I used English a lot because I could communicate freely without 
the intervention of or the evaluation from the teacher, and I could 
say anything and do everything I could to accomplish a game task 
…. I did not have to worry about the correctness of grammatical 
forms, thus feeling free of pressure and, consequently, very willing 
to try and interact in English.”    
 (Equal, Interview session 1, 22 June 2010) 
     
BB also supported the idea that the low-anxiety atmosphere in the game allowed him 
freedom to interact in the TL. Interestingly, he said that he felt uninhibited to talk 
even though he did not know much about things to say in the game, and that he read a 
lot and listened attentively to his partners. In addition, BB explained that the setting 
where gamers were represented by their avatars and player character names helped 
him to communicate in English in the game freely, and he became relaxed when he 
did not have to face his partners directly. According to BB, “I didn’t know who I was 
talking to in the game, so I didn’t feel embarrassed, and, therefore, I could talk 
without worrying and participate anonymously” (Interview session 1, 22 June 2010). 
Alphabeat echoed BB’s opinion, reporting an inclination to talk more and freely in the 
game when he did not know who his partners were, and, especially, when his partners 
were very funny, friendly, and supportive. “Being supportive of other game 
participants increased my confidence and encouraged my use of English” (Interview 
session 2, 6 July 2010).  
 
As time went by and they became familiar with the game environment, the four 
interviewees frequently reported increased participation in English in the game and 
thought they were becoming more comfortable with and less anxious about TL use 
during gameplay. BB explained that “the game created an atmosphere in which I 
wanted to speak, not because I had to do so” (Interview session 3, 16 July 2010).  
Both BB and pUnpOp also stated that “It was the computer game environment that 
made me more enthusiastic about using the TL” (Interview session 5, 24 August 
2010). When finishing the last computer game session, Equal, who was found 
consistent in her interaction patterns and language use in all of the computer game 
sessions, shared her experience of carrying out simple English conversations in a non-
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stressful way to help each other while playing games. She said that “the priority was 
to speak as fast as possible … and I simply needed simple words for this, not 
grammatical rules” (Interview session 5, 24 August 2010) and “I did not care about 
perfect English much, but I preferred simple vocabulary and sentence structures 
which were easy for me to use and for other players to understand. That’s why I could 
communicate faster and produce more English.” (Interview session 6, 3 September 
2010). On the other hand, Alphabeat, BB and pUnpOp, who appeared to be very 
active in most computer game sessions, reported their willingness to take risks in 
using English during interaction in the game. Risk-taking here was conceptualized as 
individuals’ tendency to use the L2 regardless of uncertain outcomes (Peng, 2007). 
Generally, risk-taking was indicated by most of the interviewees in forms of a) an 
attempt to use linguistic elements they had recently encountered or never tried before 
and difficult or complex linguistic elements, b) a tolerance of incorrect use of the 
language during interaction, and c) a willingness to guess. Alphabeat, in particular, 
explained his risk-taking while playing games: 
 
I started from producing single words and simple structures to 
language patterns I had rarely produced in a class, particularly 
forming questions. I can say that I did not place too much 
emphasis on the quality of the conversations and I did not spend 
too much time trying to comprehend what NPCs and other PCs 
meant. In fact, I did not really know what they said but I simply 
guessed what they meant. … I would like to try to produce longer 
and more difficult sentences in the next computer game sessions. 
   (Alphabeat, Interview session 2, 6 July 2010) 
 
In common with Alphabeat, BB and pUnpOp frequently claimed that they tried to use 
new vocabulary items and grammatical structures while interacting in the game. BB’s 
claim was that he learnt how to communicate a lot from playing games because he 
had opportunities to use new words and forms. Moreover, he reported that he was not 
afraid of asking for help and asking questions when he did not understand. He further 
stated that he was not reluctant to read long sentences and guess new words, including 
game-specific words, while he was completing his quests. He said “I could guess most 
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words from the pictures and the context” (Interview session 4, 10 July 2010). pUnpOp 
also mentioned that he always tried to ask questions and share his ideas. In his own 
words, “I never felt shy to volunteer to participate in the game although what I said 
might not be grammatically correct” and “I never hesitated to try out new words” 
(Interview session 4, 10 August 2010). This probably explains why his actual 
participation in the last session of each communication mode (i.e. session 3 for text-
based chat and session 6 for voice-based chat) was higher than in the first session.  
 
Although a greater TL use was constantly reported during interviews, the four 
interviewees all admitted to communicating in the first language with their partners 
who shared the same mother tongue, especially when they wanted to explain 
complicated ideas. Nevertheless, it was found that the L1 did not dominate the 
computer game interaction. In addition, these four interviewees reported making an 
attempt to reduce the use of the native language, building their self-confidence, and 
feeling ready to mainly use the TL throughout the computer game session. For 
instance, BB mentioned his considerable decrease in Thai use as the computer game 
session proceeded and reported his happiness that he could keep the communication 
in English going. According to BB, “I did not mix English and Thai in my 
conversations like I used to do anymore” (Interview session 6, 3 September 2010). 
 
However, as the learners varied greatly, so did their individual communicative 
behaviour, language use, and perceptions toward the influence of computer games on 
WTC. Certainly, not all learners enjoyed the interaction or were willing to attempt L2 
communication in the game. Follow-me, in particular, was observed mixing her 
English utterances with Thai, delaying her responses, and not participating much in 
the computer game sessions. She articulated her habit of relying on Thai use and her 
dislike of involvement and uneasiness with computer game activities, indicating her 
low willingness to communicate in English while engaged in the game.  
 
Follow-me reported little TL production while engaged in the game activities because 
she found it too hard to use appropriate words or structures to express her ideas in 
English thoroughly. According to Follow-me, “I didn’t know how to say it in English” 
(Interview session 1, 22 June 2010, Interview session 3, 16 July 2010, and Interview 
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session 4, 10 August 2010). Moreover, she explained that her delay in giving 
responses to others was caused by her reliance on Thai-to-English translation while 
producing the language and on English-to-Thai translation while reading or listening. 
Due to her insufficient communicative competence, she commented “Sometimes I 
spent a great amount of time thinking and planning ... I had to delay and withdraw 
from communication” (Interview session 3, 16 July 2010). In addition, she explained 
that her nonparticipation and reticence in most game sessions was caused by a lack of 
familiarity with gameplay, the difficulty of the game tasks, the number of 
interlocutors, the interlocutor(s) she interacted with, anxiety about communication, 
and concern about her abilities to communicate in English. It can be seen from the 
quotes below that she felt very strongly about this: 
 
 “Sometimes I felt that I didn’t want to get involved in the 
communication because I didn’t know what to share with other 
participants, to ask them, or to respond to them, and I couldn’t 
help them complete the assigned task. … It’s difficult and boring 
to talk about game tasks. I didn’t enjoy it.”  
            Interview session 1, 22 June 2010 
 
“Several participants were trying to talk at the same time so it was 
difficult for me to get a chance to participate. When I was ready, 
others had already answered the question or said what I wanted to 
say, so I couldn’t talk much. … Sometimes, I knew what to respond 
but I didn’t want to talk.”  
                      Interview session 2, 6 July 2010 
 
“I was so concerned with correctness that I tended to become 
reluctant or wanted to avoid communicating.” 
             Interview session 3, 16 July 2010 
“I felt nervous if I had to speak without preparation. … I feared 
that my partner would get confused or laugh at me because of my 
poor English. [If I was laughed at] I would feel embarrassed.” 
Interview session 4, 10 August 2010 
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“My partner [during dyadic interaction in voice-based chat] 
seemed unhappy talking to me so I did not talk much with her.”  
      Interview session 5, 24 August 2010 
 
The immediate interaction in the game wasn’t good for me. I 
sometimes became very tense and couldn’t express myself freely.  
Interview session 6, 3 September 2010 
 
Not surprisingly, Follow-me appeared to exhibit low risk-taking tendencies as she did 
not use English much during gameplay (i.e., she produced only 345 words over the six 
computer game sessions), and reported that she did not like risking using English in 
the game. In her opinion, “I usually remained silent when I wasn’t sure about what I 
needed to say” (Interview session 3, 16 July 2010) and “I feared that I would make 
mistakes” (Interview session 4, 10 August 2010). During the last interview session, 
she also related that what she experienced while playing games sometimes 
discouraged her and reduced her WTC. She commented “I appreciated the benefits 
the game offered but I felt I could participate in English more in face-to-face 
conversations in the classroom” (Interview session 6, 3 September 2010). However, 
she did not give reasons for her preference of classroom interaction and her actual 
participation in the classroom was inconsistent with her claims, because she did not 
participate in English during class time.  
 
6.2.3.3 Learners’ Willingness to Communicate in the Game 
Additional questions were asked during the last interview session in an attempt to 
obtain participants’ general perceptions of their WTC in English while engaged in the 
game. Overall, their perceptions were positive. All interviewees, except for Follow-
me, perceived computer games as beneficial for enhancing their willingness to use 
English and reported the development of their willingness at moderate and high 
levels. It is also interesting to note that these four interviewees showed a strong 
support for future use of computer games in the English classrooms. For the 
interviewees, their WTC included not only producing but also reading, listening, and 
comprehension of the language. Generally, lower communication anxiety, increased 
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perceived communicative competence, and increased motivation to communicate in 
English were the most prevalent recurrent reasons four of the interviewees gave for 
why they were likely to communicate in English.  
 
Communication Anxiety Level 
Although the four interviewees appeared anxious learners when it came to 
communicating in English in class, they all indicated that they did not feel nervous in 
the game when they talked with others in English and when others talked to them in 
English. In general, these four interviewees thought that a game-oriented context 
alleviated their anxiety about communication, allowing them to use and understand 
the language with self-confidence, which, in turn, contributed to their greater WTC in 
English.  
 
pUnpOp and Alphabeat noted in the interview, “When I felt relaxed, I could use and 
understand what I read and listened to better” (pUnpOp, Interview session 6, 3 
September 2010) and “I felt I could produce the language fluently and became 
relaxed and confident as I used it” (Alphabeat, Interview session 6, 3 September 
2010). BB acknowledged the comfort allowed by the game and related that this state 
encouraged him to participate: “When I felt relaxed and was able to participate, I 
would look forward to chances of using more English” and “the more relaxed I 
became, the more willing I was to talk in English” (Interview session 6, 3 September 
2010). Moreover, Equal found herself less anxious about making mistakes and 
indicated that computer games elicited her willingness to communicate because they 
helped ease her fear of evaluation and criticism and improved the quantity of TL 
communication. She stated that “While participating in the game, I felt comfortable 
and I and other game participants were not worried about making a mistake” 
(Interview session 6, 3 September 2010). She also added that her anxiety about 
communication decreased because of the immediate interaction in the game which 
required fluency, not accuracy, in English.  
 
However, Follow-me, in particular, reported feelings of uneasiness and worry about 
communicating in English. She also complained that she experienced some level of 
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frustration because conversations between players in the game were unordered. She 
commented: 
 
“The conversations were sometimes confusing to me, especially 
during text-based chat with a large number of interlocutors 
involved. The messages mixed up and several points were said 
quite repeatedly. I was already nervous about how to play the 
game and I had to feel anxious about communication at the same 
time. I think my WTC was affected by the anxiety and frustration I 
experienced so I did not want to participate much.”  
(Follow-me, Interview session 6, 3 September 2010) 
 
Perceived Communicative Competence 
Four interviewees perceived an improvement in their confidence in the ability to 
communicate in English through game interaction, which enhanced their WTC. While 
all acknowledged that they had a limited command of the TL, they indicated that they 
could produce more English and noticed that they developed both the ability to 
communicate in English and the ability to understand English conversations while 
playing games. As four of the interviewees claimed, computer games had a positive 
impact on their self-perceived competence and their increased confidence in the 
language use contributed to enjoyment in the game. 
 
Notably, BB indicated that computer games bolstered his confidence to use English to 
interact with others and explained that he felt he could provide explanations, ask 
questions, and express his feelings in the game more confidently. He also added that 
“I felt that my English was good enough to help other game participants” (Interview 
session 6, 3 September 2010). In addition, Alphabeat perceived himself to be more 
confident with his ability to use English for communication while engaged in the 
game because he was less worried about making mistakes. He also added that he 
could make himself understood and could understand his interlocutors better. 
According to Alphabeat, “When I was confident, I could express what I wanted to say 
in English and I could understand others” (Interview session 6, 3 September 2010). 
Similarly, Equal indicated that she always enjoyed communicating in English in the 
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game because it was easy for her to communicate and to comprehend others. pUnpOp 
also reported that he felt his English communication improved and became more 
fluent, stating “Overall, I thought I could communicate better... my English was not 
perfect but it was produced faster and easier” (Interview session 6, 3 September 
2010).  
 
In contrast, Follow-me indicated her low perception of her competence to 
communicate in English in the game because she did not participate much and hardly 
used any new vocabulary or complicated grammatical patterns. She reported her 
inability to participate and her concern about making mistakes. She also commented 
that she sometimes lost confidence in her communication competence while engaged 
in the game, particularly when her English was not understood by others, when she 
could not understand others, and when she did not know how to explain something in 
English. She therefore felt less willing to engage using English. According to Follow-
me, “I felt incompetent because I could not explain many things in English and I 
inevitably used Thai” and “I was not able to feel confident when I thought that the 
English I produced was incorrect or when I had to initiate a conversation” (Interview 
session 6, 3 September 2010). 
 
Motivation to Communicate in English   
All the five interviewees reported an increase in motivation to participate in English in 
the game because they realized that this technology was beneficial for their English 
improvement, especially their communication skills, in which they all wanted to 
develop the most. All interviewees said that they were generally motivated and 
excited while engaged in the game and claimed that the fun and engaging 
environment in the game kept them motivated to try using English despite their 
imperfect use and understanding of the language. According to Alphabeat, “since the 
game required collaboration and communication among players, I believed that what 
I said during the game was helpful for game task completion and I wanted to share 
what I knew about the game with other players as much as possible” (Interview 
session 6, 3 September 2010). BB stated that “While playing games, I was willing to 
try to talk, read, listen, and comprehend again and again because the more I tried, the 
more I was likely to develop my language skills” (Interview session 6, 3 September 
 EFFECTS OF GAMES ON WILLINGNESS TO COMMUNICATE 237 
2010). Nevertheless, Follow-me, who demonstrated infrequent participation in the 
game, claimed that despite being motivated about talking in the game, she sometimes 
became bored with it, especially when she used the same words or the same sentence 
patterns or talked about the same things several times and when she found a game task 
too difficult for her to participate. 
 
Future Use of Computer Games in the English Classrooms 
Because of the positive influence of computer games on WTC, all interviewees 
showed a support for the use of this technology in English classrooms. Four 
interviewees generally indicated that computer game activities encouraged 
motivation, use of authentic language, interaction between learners, and WTC and, 
eventually, helped them to improve their English. Alphabeat commented: “If you do 
another study on computer games, please allow me to participate in it again. A 
language course that integrates computer games really helps me improve my English” 
(Interview session 6, 3 September 2010). Even, Follow-me, the only interviewee who 
consistently claimed that she did not enjoy computer games much, did not oppose any 
future use of this kind of CALL activity. She argued that it was good to include 
computer games as part of the course because they offered new opportunities for 
better communication skills and language practice; however, it was important to 
realise that not all learners felt comfortable with this technology, which then 
negatively affected their language learning process and performance. She also 
believed that computer game technology was not the only solution to promote 
language production and WTC. In her opinion, traditional face-to-face activities with 
which learners were familiar, or other computer applications could take them less 
amount of time to prepare and engage in but provide them with similar or better 
benefits.  
 
Situations in which Learners were Most Willing to Communicate in English 
The last interview question addressed learners’ descriptions about situations inside the 
game in which they felt most willing to communicate in English. Figure 6.2 presents 
all situations and the number of learners who reported each situation during the 
interviews.  
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Figure 6.2 Situations learners reported feeling most willing to communicate in 
English inside the game, from the interview data (N = 5) 
 
All interviewees noted that the fun/enjoyment experienced while playing games made 
them most willing to communicate in English. The situation when they were in an 
enjoyable atmosphere increased their motivation for communication and made them 
less afraid of using English during gameplay. While they enjoyed themselves, they 
said that they felt most relaxed, most comfortable and most willing to use English to 
interact with one another, as indicated in the following excerpt: 
 
“I was most willing to communicate in a situation that added fun 
to a game atmosphere which made me feel more relaxed and 
comfortable using English. When I played games and experienced 
the enjoyment, I used a lot of English without even knowing I was 
using it, and was willing and able to communicate in English.”   
 (Equal, Interview session 6, 3 September 2010) 
 
The collaborative nature of multiplayer games was reported by four of the five 
interviewees as a situation making them most willing to use the target language.  They 
indicated that it provided more opportunities to use English to interact and collaborate 
with others for successful task completion. Whether the game activity was about 
0 1 2 3 4 5 
the situation when communication 
patterns were informal 
the situation when the learners 
were surrounded by English all of 
the time  
the situation when the learners 
could engage in real-life 
communication in the target … 
the situation when the learners 
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the situation when the learners 
were in an enjoyable atmosphere 
Number of interviewees who reported each situation 
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N/5 
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hunting for items or NPCs, combating monsters, or moving to different locations, 
togetherness and information exchange were considered by these four interviewees as 
two main principles.  pUnpOp, for example, stated: 
 
“I felt most willing to communicate in English when the situation 
in the game promoted collaboration and task-oriented interaction 
among the players. While playing games, I found the need to work 
together in order to complete a task assigned.  In order for me to 
collaborate with others effectively, I must communicate, and the 
more I collaborated, the more I used the language to express 
opinions, to acquire and exchange information, to socialize, and to 
understand NPCs’ and PCs’ dialogues.”   
(pUnpOp, Interview session 6, 3 September 2010) 
                        
BB and Alphabeat provided more details in support of their high WTC while being 
supportive during collaboration. According to BB, “I felt most comfortable using 
English when giving and asking for assistance. Particularly, when someone asked me 
to help them understand a game task better and they understood what I said, I felt 
really good and most willing to continue using English.” (Interview session 6, 3 
September 2010). For Alphabeat, his claim was that the collaborative climate in the 
game inspired him to become most willing to communicate. He said, “When I found 
other players using English to work together in the game, I decided to use it as well 
and when someone talked to me in English, I was willing to respond in English too.” 
(Interview session 2, 6 July 2010).  
 
The authenticity of the communication situation inside the game context was 
perceived by three of the interviewees to contribute most to their WTC in English. 
They reported that they did not just play but also participated in various kinds of 
communication situations they were likely to encounter in real life. An opportunity to 
practise language skills previously learnt in class and to use the TL for a variety of 
communication purposes was also highlighted during the interviews. Alphabeat made 
an interesting point about communicating using English in the game: 
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“The time I was most willing to speak English was when I was put 
into real-world communication situations in the game. It was 
challenging because I had to produce a wide range of language 
functions and vocabulary items, as well as use the TL for a range 
of different purposes. I wasn’t reluctant to participate in English 
because situations in the game were real and encouraged me to do 
it, for example to give directions to help other players find NPCs 
or to listen to other players teaching me some game skills. I think I 
could use English better, faster and with more confidence while 
engaged in communication situations in the game.” 
(Alphabeat, Interview session 6, 3 September 2010) 
   
Other situations in which the interviewees reported being most willing to 
communicate included when they were surrounded by English all of the time and the 
situation and communication patterns were informal. The fact that the game was in 
English and prompted learners to use English (i.e., for reading instructions, listening 
and talking to each other, and comprehending game menus) as part of their gameplay 
experience was noted as encouraging them to interact in English most willingly. BB, 
for example, said that “I was most willing to speak English when the game put me into 
an English speaking environment. Everything in the game was in English. This 
allowed me many opportunities to think in it, read in it, and speak in it throughout the 
game session.” (Interview session 6, 3 September 2010). The informality of 
communication patterns that occurred during gameplay was reported as a situation 
promoting relaxation and WTC in the TL. Follow-me, who generally appeared to 
display low WTC in English but found herself willing to engage in particular 
situations, mentioned that “Normally, I was not willing to communicate much but 
sometimes I felt comfortable using English with friends in the game because our talk 
was very simple and casual. When I found it was easy to communicate, I wanted to 
engage in the communication, using English too.” (Interview session 6, 3 September 
2010). 
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Chapter Summary 
This chapter has reported on the effects of gameplay on Thai EFL learners’ WTC 
through their responses to WTC questionnaires, actual TL production, and responses 
to interview questions.  
 
Findings on the first set of WTC questionnaires showed that participants generally 
had low confidence, high anxiety, low self-perceived communicative competence, 
low frequency of English use, and low WTC in English during class time. The second 
set of findings showed a marked and significant difference, with participants feeling 
more confident, less anxious, more competent, and more willing to use English for 
communication in computer game activities. The statistical analysis confirmed that 
gameplay had positive effects on Thai EFL learners’ WTC, with significant 
differences and large effect sizes, when compared with their WTC in class activities.  
 
In addition to questionnaire findings, participants’ actual language production during 
gameplay also indicated their increasing levels of WTC in English as the number of 
words and turns increased over the six computer game sessions. When compared with 
participant’s self-reported TL use in class activities, the observation of their actual 
communication in English in the game yielded very different results: a larger amount 
of English was used during gameplay. Despite a lack of statistical analysis, this 
difference confirmed, to some extent, that participants were more willing to 
communicate in English in the game than inside the classroom.  
 
Furthermore, more evidence of participants’ increasing WTC in the TL during 
gameplay came from the interview responses. Specifically, participants’ feedback was 
generally positive, claiming that their WTC increased as a result of playing games, 
and showing support for the use of computer games in English classrooms in the 
future. The situations most commonly perceived by the five interviewees to encourage 
them to use English were when they were in an enjoyable atmosphere, had 
opportunities to collaborate, and could engage in real-life communication in the TL. 
The findings reported here will be further discussed in the next chapter. 
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CHAPTER 7 
DISCUSSION AND CONCLUSION 
 
This final chapter discusses the thesis findings and draws a number of conclusions. 
The chapter begins with a restatement of an overview of the entire study. The chapter 
then summarises key findings reported in Chapter 5 and 6, with interpretations linked 
to previous and recent literature, and possible explanations for the findings found in 
the study. This is then followed by a discussion of the study’s limitations and 
recommendations for future research. The chapter concludes with implications that 
can be drawn from the findings for second/foreign language (L2) pedagogy, 
curriculum design, computer-assisted language learning (CALL) material design, and 
educational game development. 
 
7.1 Summary of the Study  
Learners’ lack of opportunities for authentic interaction in the target language (TL) 
and their reluctance to use the language both inside and outside the classroom are 
problems commonly faced by most language teachers, particularly in contexts where 
English is used and learnt as a foreign language. Difficulties in encouraging TL 
interaction in Thailand, in particular, are mainly caused by the use of the native 
language as the medium of instruction, large class sizes, the prevalence of certain 
learning practices (e.g., reticence, anxiety, and lack of confidence and motivation), 
and an implementation of communicative language teaching (CLT) that has not been 
optimal. While Thai teachers of English using the CLT approach attach great 
importance to communication and producing learners who are ‘able’ to communicate 
in the TL, they are also eager to have learners who are ‘willing’ to use the language. 
This is because in order for CLT to be effective, learners must have willingness to 
communicate (WTC) which is likely to lead to increased opportunities for language 
practice and authentic language use.  
 
Given the emphasis on learner engagement in authentic interaction and the 
engendering of WTC as a fundamental goal of language instruction, finding ways to 
encourage interaction and WTC in English is worth investigating. The potential of 
gameplay for language learning has been widely recognised in the literature. 
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Underlying this thesis was therefore the hypothesis that computer games would offer 
the possibility for encouraging TL interaction and some aspects of the variables 
influencing WTC in the TL. This thesis is an attempt to investigate this assumption, 
providing answers to the following research questions: (1) How does playing 
computer games affect the a) quantity and b) quality of interaction in English of Thai 
EFL learners? and (2) How does playing computer games affect Thai EFL learners’ 
willingness to communicate in English? 
 
This study is a quantitative and qualitative investigation, employing a pseudo-
empirical research design with a pre-test structure in one intact EFL class and 
involving 30 third-year students. Participants’ typical interaction in English and their 
willingness to use the language in the classroom setting were examined beforehand to 
provide baseline data. Participants were then asked to participate in six computer 
game sessions offered as CALL activities. Participants’ interaction and WTC in 
English during computer game activities were measured. A comparison between the 
quantity and quality of interaction and levels of willingness to interact in English in a 
traditional language classroom and within a gaming setting was subsequently done. 
The findings obtained from the analysis of the transcripts of participants’ interaction 
during the recorded class activities and the computer game activities, WTC 
questionnaires, and interviews are summarised below.  
 
7.2 Summary of key Findings and Interpretations 
The first research question investigated the effects of gameplay on Thai EFL learners’ 
quantity and quality of interaction in English. The study clearly showed that 
interaction in computer game activities encouraged learners to produce significantly 
more TL output containing a wider variety of discourse functions and linguistic 
features than in class activities. Overall, the largely positive findings in this 
investigation suggest that computer games played an important role in increasing the 
quantity and quality of TL interaction among Thai EFL learners.  
 
During the recorded face-to-face communicative activities, participants’ native 
language (L1) was used very frequently, and thus only a small number of words and 
turns in English were recorded, with only an average of 42 words and 5 turns per 
 DISCUSSION AND CONCLUSION  245 
participant for the 45-minute activities. This finding is in line with the argument that 
L1 use is a natural phenomenon in the English language classroom (see Atkinson, 
1987) where it is difficult to encourage learners to produce TL utterances (Ellis, 2005; 
Reinders & Cho, 2011). Also, the fact that participants in this study did not use 
English much is supportive of Thai EFL learners’ views that class activities may not 
encourage them to try to use English (Khamkhien, 2011). Due to the small amount of 
TL production, it was not surprising to observe little use of the different discourse 
functions and linguistic features in the recorded class activities. The analysis of 
participants’ interaction in class showed that most of them did not use comprehension 
checks or ask for confirmations from their friends and the teacher, did not ask many 
questions, did not volunteer to give their opinions and responses, even when asked, 
and did not participate in class discussions. This was corroborated by anecdotal 
observations of Thai EFL learners’ language use during face-to-face interaction. 
Possible reasons for low TL interaction in the classroom are the atmosphere of a 
formal language learning environment, as well as participants’ insufficient English 
proficiency, lack of confidence, reticence, and unwillingness to speak in the TL, and 
insufficient opportunities for authentic TL interaction, particularly in large classes, 
which are common problems for Asian EFL/ESL learners (see Tong, 2010; Tsui, 
1996, for example).  
 
During computer game activities, the quantity of TL interaction was quite different. 
To illustrate, participants produced significantly more words and took significantly 
more turns than in class activities, with very large effect sizes, and participants who 
were normally reluctant to participate in class appeared to actively interact with each 
other in the game, using English. In addition, an interesting finding was that as the 
computer game sessions progressed, participants reduced their L1 use considerably 
and managed to conduct their interaction almost exclusively in the TL. This was a 
considerable achievement since the study was conducted among non-English majors 
with limited English proficiency, and it proved to be very difficult to get Thai EFL 
learners in general to participate in English (D. Brown, 2006). Clearly, this finding 
confirms claims that massively multiplayer online role-playing games (MMORPGs) 
have the potential to provide extensive opportunities for authentic TL interaction, as 
postulated by Bryant (2006), Rankin, et al. (2006), Roy (2007), and Peterson (2010b). 
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Moreover, this finding is particularly supportive of the constructivist approach in that 
for these participants it was important to interact in the TL even though they knew 
they made mistakes, which is an important part of the learning process. However, this 
is not a common occurrence when Thai EFL learners have been found to be unable to 
communicate in English with confidence when working together to carry out 
communicative activities in class because they are anxious about making mistakes 
(Boonkit, 2010).  
 
Even though communicative activities like discussion have been noted in the literature 
as very effective in allowing learners to interact with each other using the TL, this 
study has supported that it is participation in computer game activities that leads to a 
more significant increase in the quantity of TL interaction. This finding supports 
previous studies providing evidence of a greater amount of TL production and more 
equality of participation in online interaction, including MMORPGs (e.g., Rankin et 
al., 2006; Rankin et al., 2009) and other types of computer-mediated communication 
(CMC) environments (e.g., Chun, 1994; Kelm, 1992; Kern, 1995; Warschauer, 1996), 
one of the means of communication within the game, than in face-to-face classroom 
interaction.  
 
As has been noted in the literature on games and language learning (see Peterson, 
2010b), possible explanations lie in the fact that computer games, particularly 
MMORPGs, involve participants in purposeful communicative tasks allowing them to 
engage in collaborative interaction which, in turn, results in the production of 
considerable authentic TL output. More TL interaction is also believed to be the result 
of the anonymous nature of the online interaction. Zhao and Lai (2009) explain that 
through anonymity during gameplay, players are less inhibited in TL interaction and 
more freely experiment with the language to accomplish game quests. In addition, 
communicative activities that provide a high degree of comfort and security (i.e., the 
activities that are highly learner-centred, and the activities that are conducted in a safe, 
fun, engaging, and non-threatening setting), like computer game playing, may 
encourage participants to interact in the TL more. This possibility was identified in 
the questionnaire and interview findings of this study’s second research question 
which revealed participants’ reduced anxiety, increased confidence, and greater 
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willingness to interact in English while engaged in computer game activities. This is 
also evident in other studies which found learners’ positive attitudes towards language 
learning in MMORPGs (Peterson, 2011, 2012b; Reinders & Wattana, 2011; Zheng, 
Young, et al., 2009). 
 
Another finding showed that participants produced significantly more English via 
text-based chat than voice-based chat during gameplay. One reason is the slower pace 
of interaction in the text-based medium, giving participants additional time to prepare 
their messages (see Beauvois, 1992). Another possible reason is most likely that 
speaking for these participants is more difficult and more demanding than writing 
because of its spontaneous exchanges. But speaking is also more personal; through the 
voice it is directly related to the person and as such may be seen as more threatening 
than text-based chat. This finding is in line with previous research by Abrams (2003) 
and Kern (1995), for example, who also found that interaction in text-based chat 
facilitated more language production. However, the current study found that TL use 
during voice-based chat was still significantly higher than during classroom 
communication, showing that participants felt more comfortable in the game 
environment. 
 
Apart from the quantitative discrepancy discussed above, participants’ TL interaction 
during gameplay was found to be qualitatively different from face-to-face interaction. 
Apparently, interaction in computer game activities afforded participants the use of 
expressions and terms that are relevant to gameplay, as well as various kinds of 
discourse functions and linguistic features that were not available as much in class 
activities. Congruent with studies on learner interaction in MMORPGs (e.g., Peterson, 
2011, 2012a; Peterson, 2012b; Thorne, 2008), the analysis of chat transcripts in this 
study showed that participants did engage in types of social, collaborative TL 
interaction that are believed to provide opportunities for language learning. In 
particular, participants exchanged greetings, used humours, asked a lot of questions, 
employed several statements of non-understanding, and gave responses to most 
questions and requests, as a means to develop interpersonal relationships with other 
game participants and to establish and maintain collaborative relationships during 
quest completion (Darhower, 2002; Peterson, 2010b; Steinkuehler, 2007). These 
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relationships may also be beneficial for language learning. For example, when the 
participants in this study and Rankin and colleagues’ (2009) study increased their 
comfort level with other players, they appeared to produce more TL output.  
 
In a further positive finding, analysis of the transcripts showed that participants made 
frequent and appropriate use of requests for and provision of help relating to language 
and quest completion aspects, comprehension and confirmation checks, clarification 
requests, and corrections – the process of negotiation of meaning (Long, 1996). This 
finding is consistent with the results of other research involving learner interaction in 
MMORPGs and synchronous chat (Kitade, 2000; Lee, 2001, 2002; Pellettieri, 2000; 
Peterson, 2006, 2012b; Smith, 2003a). The fact that participants engaged in the 
negotiation of meaning during gameplay was probably because games offer 
environments and activities giving opportunities for participants to use the TL for 
exchanging, comprehending, negotiating, and modifying the information they have. 
The use of requests for and provision of assistance among participants in this study 
also indicates the ability of computer games in creating opportunities for the creation 
of ZPDs where participants produced modified TL output and of scaffolding where 
they helped each other, using the TL to complete a given task. In addition, during the 
interaction involving negotiation of meaning and collaboration, often between experts 
and novices (i.e., both expert and novice English users and expert and novice gamers), 
a supportive learner-centred environment and a positive communicative atmosphere 
could be created, which, in turn, contributed to active TL interaction among learners.  
 
Chat transcripts also provided evidence of a wider range of verb forms and more 
different sentence patterns than those observed during face-to-face communication. 
However, participants’ interaction during gameplay did not seem to pose a 
development of their language production; rather short turns with simple sentence 
structures and non-standard language were present, and there was little focus on form 
(although there was evidence that participants engaged in negotiation of meaning), 
thus demonstrating similar findings to those found in the face-to-face conversations. 
This finding is in agreement with a previous study (Worajittipol, 2010) which also 
showed that Thai EFL learners put more emphasis on getting the meaning across than 
on producing grammatically correct sentences when engaging in real-time chat. The 
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most likely explanation for this is that participants were unable to pay attention to 
both form and meaning at the same time while attending to simultaneous activities, 
and that they needed to keep up with real-time interaction demanded by both 
computer games and classroom activities. Nonetheless, not all language learners 
favoured meaning over form while playing games, as in the case of a current study 
(Rama, Black, van Es, & Warschauer, 2012) which revealed that one of their students 
‘made limited contributions to the group chat, and these tended to be in complete, 
grammatically correct utterances’ (p. 332) while participating via both text-and voice-
based chat. Rama and colleagues (2012) explain that the participant’s lack of 
familiarity with the cultural norms for interaction within the game may have caused 
her to put a focus on form rather than meaning.  
 
The second research question asked about the effects of gameplay on Thai EFL 
learners’ WTC in English. In general, the data gathered from the questionnaires 
revealed significant differences in learners’ WTC in two conditions (classroom versus 
computer game). In addition to WTC questionnaire data, the analysis of the language 
produced by participants and of the interviews lead to the conclusion that gameplay 
had positive impact on language learners’ confidence, anxiety, and perceived 
communicative competence, as well as their willingness to interact in the TL.  
  
The descriptive findings from the first WTC questionnaire showed that participants 
were generally reluctant to interact in the TL in class. The findings from the first part 
of the questionnaire showed that participants perceived themselves as either unwilling 
or only somewhat willing to, among others, talk to classmates about assignments, 
share their feelings and opinions, and read task descriptions/instructions. The findings 
from the second part of the questionnaire showed that participants lacked confidence 
to use English to communicate in class, evidenced by their high level of state anxiety 
and low level of state self-perceived communicative competence. That is, participants 
experienced considerable anxiety when it came to communicating in English during 
class time; they reported, among others, feeling worried about making mistakes, 
nervous about using the TL, afraid if they could understand what the interlocutors 
said, and uncomfortable sharing their feelings and opinions. In terms of state self-
perceived communicative competence, participants, among others, did not perceive 
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themselves competent enough to say and understand things in English, and did not 
believe that class activities helped develop their fluency. The findings from the third 
part of the questionnaire showed that participants rarely used English in class, 
particularly, to ask or answer questions, explain task instructions, and participate in 
class activities. Together, these findings show that Thai EFL learners had low WTC in 
English inside the language classroom. 
 
The findings above are in line with other studies reporting low WTC in English 
among Thai EFL learners (Kamprasertwong, 2010; Mackenzie, 2002; Pattapong, 
2010). The findings also generally confirm earlier anecdotal evidence and survey 
findings for typical Thai EFL learners’ characteristics reflecting their low WTC; they 
are reluctant to use English (Bennui, 2008); not confident in their English speaking 
skills (Boonkit, 2010; Grubbs et al., 2009; Tananuraksakul, 2011); unmotivated to 
participate in class activities in English (Maneekhao & Tepsuriwong, 2009); too shy 
to use English to interact with their classmates (Wiriyachitra, 2001); anxious about 
using English (Bunrueng, 2008; Tasee, 2009); and afraid of making mistakes 
(Learning English: Suan Dusit Poll as cited in D. Brown, 2006). Participants’ low 
WTC in English in class (as self-reported in the first WTC questionnaire) was also 
reflected in their low participation in the recorded class activities (which was 
observed during class time and presented as part of the first research question’s 
findings). Moreover, the findings from the first WTC questionnaire conform to 
empirical evidence that many EFL/ESL students, especially in Asian contexts, 
generally demonstrate low willingness to engage in oral activities in language lessons  
(e.g., Jung, 2011; Peng, 2007). 
 
MacIntyre et al. (1998) point out the importance of relationships between individuals 
as a factor influencing WTC. Many studies (e.g., Cao, 2006; Kang, 2005; Y. J. Wang, 
2011) also suggest that WTC can be enhanced through familiarity with interlocutors 
and tasks, teacher support, and sufficient opportunities to participate in class. 
However, the participants in this study reported having low willingness to contribute 
to class activities, despite the fact that all the participants knew each other very well 
(as they were enrolled in the same courses for their major); that they were allowed to 
choose who they were going to work with; that they were very familiar with the 
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discussion and role-play activities (which were commonly used in preceding language 
courses); and that these communicative activities have been shown to ensure active 
participation.  
 
Participants’ low class participation, despite their familiarity with the members of the 
group, appears to be in agreement with Dörnyei and Kormos (2000) who suggest that 
when learners feel comfortable in a certain social situation, they feel no social 
pressure to participate actively. Even when engaged in supposedly communicative 
activities, participants’ low WTC may be attributed to their low motivation to learn 
the language. It should be noted that, in Thailand, English is a compulsory foreign 
language subject, so Thai EFL learners attend the class merely to pass the subject and 
to complete communicative tasks for class participation scores (rather than for 
improvement of their English performance), as anecdotally reported by Thai teachers 
of English. Accordingly, the participants in this study may not have felt particularly 
willing to use the language during class time, and thus would have been unlikely to 
become proficient English speakers - although they study the language for many 
years. In addition, participants’ insufficient English proficiency may lead to their low 
WTC in classroom situations. That is, when they did not know particular words or 
how to construct certain sentence structures, this difficulty would prevent them from 
expressing what they really wanted to say in English. Additionally, the lack of WTC 
in class is probably due to the face-to-face nature of classroom interaction. Interpreted 
from a cultural perspective, it is possible that participants did not want to use English 
in the presence of their peers in face-to-face classes because of their shyness, 
extroverted personality, and, especially, face concerns, which is always the case in 
Asian EFL contexts (Pattapong, 2010; Peng, 2007; Wen & Clément, 2003). 
Furthermore, participants’ reluctance to interact in English in class may be due to 
physical characteristics of the classroom environment, such as a large class size and 
an atmosphere that may not make them feel comfortable enough to use the language. 
This indicates that the class environment is unlikely to be conducive either to WTC or 
to opportunities for TL interaction among learners. A relaxing and safe learning 
environment to promote learners’ willingness to interact in the TL is therefore 
necessary.  
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The findings of participants’ WTC in English during class time contrast with those for 
their WTC during gameplay. By the end of the computer game session, participants 
reported an increase in their willingness to interact in the TL while playing games; 
feeling enthusiastic about talking to other game participants, asking for clarifications, 
and listening to what others say in English. Participants also reported becoming 
confident to use English to communicate in the game, demonstrating a low level of 
state anxiety and a high level of state self-perceived communicative competence. In 
terms of state anxiety, they were not afraid of making mistakes and were not nervous 
about using English. They also found communication during gameplay relaxing. In 
terms of their state self-perceived communicative competence, participants felt quite 
confident in their English ability and felt that game play helped them develop their L2 
fluency. In addition, chat transcripts of participants’ interaction during gameplay 
indicated that they generally showed an increasing level of WTC as they produced a 
considerable amount of TL output. Moreover, interview responses by five participants 
indicated that gameplay helped most of them feel comfortable, motivated, and 
confidence in their TL use, thus leading to increased WTC levels. Taken together, 
these findings show that Thai EFL learners had high WTC in the game environment.  
 
Many studies have reported the potential benefits of technologies (such as CMC, one 
of the means of communication within the game) for increasing learners’ WTC, 
reducing their anxiety and inhibition to communicate in the TL, increasing their 
perceived competence, and encouraging TL output (e.g., Compton, 2004b; Freiermuth 
& Jarrell, 2006; Jarrell & Freiermuth, 2005; Kissau et al., 2010). The findings of this 
current study seem to confirm the usefulness of online interaction as activities for 
engendering learners’ WTC.  
 
Using a paired-samples t-test for questionnaire findings, I found the differences in 
participants’ WTC questionnaire responses to be significant and with large effect 
sizes, meaning participants were less anxious and felt more competent about their TL 
use in the game environment, and thus were more willing to interact in English than in 
class. This allows me to draw the conclusion that the participants in this study had a 
greater WTC in the game environment than in class. This is consistent with previous 
CMC studies which also reported that learners interacting online were more willing to 
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communicate than those engaging in face-to-face interaction (e.g., Freiermuth, 1998; 
Freiermuth & Jarrell, 2006). 
 
In this study, participants reported that they were unwilling to use English to talk to 
each other in the classroom. However, this was not the case in the game environment 
where participants appeared to use the TL to communicate for a variety of 
communication purposes, and an overall greater WTC was noted (including not only 
in producing but also reading, listening, and comprehension of the language). One 
likely explanation for participants’ changes in their WTC is that computer games, 
particularly MMORPGs, provided collaborative activities with direct connection with 
various real-life communication situations (i.e., teaching game skills, exchanging 
information and helping each other) and meaningful tasks that required the use of the 
TL. The fact that an increase in the use of the TL to perform a variety of language 
functions during gameplay was observed in the chat transcripts and that risk-taking 
was generally indicated in the interviews suggested that the collaboration within the 
game might not only have provided opportunities for interaction but also encouraged 
their excitement to use and, particularly, experiment with the TL. In addition, the 
game used in this study had English as a default language of interaction and 
communication. Participants may have seen the need to use the TL to communicate 
with each other, to take risks in guessing the meaning of unfamiliar words, and to read 
and comprehend game instructions and non-player characters’ dialogues. Thus, 
participants were willing to communicate using the TL.   
 
Much research has found that the affective variables (such as anxiety, low self-
confidence, lack of motivation) experienced while communicating in the L2 are 
lowered in online environments (e.g., Beauvois, 1994; Chun, 1994; deHaan, 2005b; 
Kern, 1995; Z. Li, et al., 2009; Peterson, 2010a; Warschauer, 1996; Zheng, Young, et 
al., 2009). This was true in this study as the questionnaire findings indicated that 
participants generally felt less anxious about using the TL during gameplay, which 
MacIntyre et al. (1999) and MacIntyre and Charos (1996), for example, believe to 
lead to increased WTC. In the responses to interview questions, the majority of 
participants acknowledged that communicating in English in the game was enjoyable, 
and that computer games created a safe environment which reduced their anxiety 
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while increasing confidence, willingness to take risks, and motivation for using the 
TL. This feedback is seemingly supported by the fact that participants produced more 
TL output and that participants who were often reluctant to use the TL during class 
time participated more actively in computer game activities, reflecting the findings of 
Kern’s (1995) study in that reduced anxiety resulted in more language production and 
active participation in a CMC modality.  
 
In the current study, the game environment was mentioned frequently in the 
interviews for playing an important role in the reduction in anxiety about TL use. 
Perhaps participants experienced the game as comfortable. This comfort could be the 
‘fun’ element of the game, the anonymity through the use of an avatar and 
pseudonym, the ‘scaffolding’ that took place during collaborative interaction with 
friends, and the low language-related anxiety setting in which accuracy and 
complexity were not necessary to engage in the immediate decision-making and quick 
collaboration.  
 
In addition to the issue of anxiety, it is important to stress that the majority of the 
participants reported that they felt competent about their TL use in a game 
environment, despite their limited language proficiency. This is interesting, as in the 
short period (nine hours over six weeks) of time, participants would have been 
unlikely to improve their productive (and receptive) skills very much. Clearly, there 
may be certain aspects of the game environment that make participants feel they are 
achieving better. One likely explanation of this is the fact that the game offered 
continuous feedback and allowed participants to complete actions through language, 
and in this way gave them a sense of success. Interacting with other participants and 
exchanging information helped them, for example, to get information on where to go 
or which character to find. Obtaining this information then helped them to complete 
those actions, immediately showing them the value of their communication, and 
giving them a sense of achievement. Experiencing the transformative power of 
language in this way can provide significant motivational benefits (Lier, 1996). 
Another explanation for participants’ increased self-perceived communicative 
competence is the fact that while playing games, the focus of communication was on 
the meanings, not on the language forms, and that interaction within the game 
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encouraged spontaneous use of language. As a result, participants would have tried all 
they could to complete the game tasks without paying attention to the accuracy of the 
language. In this circumstance, playing games appeared to reduce participants’ 
communication anxiety and enhance their fluency. Because of the increased frequency 
and fluency of communication, participants may have felt that they were competent in 
their TL use. According to MacIntyre et al. (1998), learners who perceive their 
communicative abilities as high are likely to gain confidence in using the TL, and thus 
show a high level of WTC.  
 
Participants’ increasing willingness to interact in English during gameplay was also 
confirmed by their actual participation in quest completion. Specifically, participants 
displayed a higher level of WTC as they produced more words and took more turns 
over the three text-based chat sessions and the three voice-based chat sessions. This 
supports the findings of studies by Clément et al. (2003), MacIntyre and Charos 
(1996), Yashima (2002), and Yashima et al. (2004) revealing that WTC resulted in 
more frequent communication. The increase in TL output which was found in this 
study is a noteworthy finding, especially because participants were not forced to use 
the TL to interact in the game unless they felt that they were ready and willing to do 
so. Their TL use was voluntary and thus considered as a genuine attempt. The chat 
transcripts revealed that most of the participants were able to continue communicating 
in English during the computer game sessions. Despite identifying themselves as 
rarely speaking English in class, a large amount of English was used among 
participants and active participation in computer game activities was observable. This 
result is more impressive than it might seem; recent literature has frequently reported 
on reticence and passivity among many Thai EFL students (Kamprasertwong, 2010), 
and teachers frequently report having great difficulty in encouraging their students’ 
TL production. Participants in general appeared to feel reluctant to communicate in 
English in the beginning of computer game session and then tended to significantly 
produce more TL output as the computer game session proceeded and they became 
familiar with the game environment. This tendency indicated that computer games not 
only provided an attractive environment to participants, but interacting in that 
environment also led them, irrespective of proficiency level, to become more willing 
to communicate, with a decrease of L1 use over time.  
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However, the effects of playing computer games on WTC may differ considerably 
from learner to learner; some computer game characteristics/situations perceived by 
particular learners as beneficial for the development of their WTC may not have 
proved valuable for other learners who preferred traditional class activities. A possible 
reason for the differences in the effects of gameplay on participants is their 
perceptions towards communicative experience in the game and towards the role 
computer games play in WTC. This suggests that playing computer games alone do 
not necessarily contribute to an increase in WTC.  
 
In conclusion, the findings of this study showed that Thai EFL university learners did 
not really engage in the TL interaction and were not very willing to communicate in 
English inside the classroom. However, they generally produced a greater quantity 
and quality of the TL, and demonstrated higher willingness to do so as a result of 
participating in computer game activities. Playing computer games appears to allow 
language learners to engage in authentic TL interaction in a social, collaborative 
learning environment underpinned by sociocultural principles, while at the same time 
developing WTC levels among themselves. From a WTC perspective, the findings of 
this study indicate that computer games may be effective tools for offering language 
learners opportunities to increase their perceived communicative competence while 
reducing their anxiety in ways that lead them to become more willing to use the 
opportunities provided to practise and use the TL.  
 
7.3 Limitations and Recommendations for Future Research  
Although the study showed favourable conclusions, as a result of the fact that the 
research was classroom based and preliminary in nature, there are some limitations 
that I would like to acknowledge. This section provides a critique of the research 
method employed and suggestions for how future studies could be improved 
 
Firstly, the fact that my study involved only one group of participants (see Section 
4.2.1 for justifications) limited my ability to learn about their interaction patterns and 
their level of WTC in a different setting and to confidently argue that the study 
findings are attributable (solely) to the playing of computer games. There is a 
possibility, for example, that any changes in participants’ interaction and/or WTC 
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could also be observed in the case of participants in a non-computer game setting. 
Nevertheless, I tried to be very careful about making claims about the intervention 
effects by carefully examining participants’ chat transcripts and eliminating interview 
answers that were given non-exhaustively or partially. Further research is definitely 
warranted, if it uses true experimental study design to provide more empirical 
evidence, or if it observes participants’ interaction in the last face-to-face session to 
establish if gameplay has a lasting effect beyond the game environment itself.   
Secondly, convenience sampling was employed to recruit participants from one intact 
class within one university in Thailand, and this has its limitations. Although the 
study participants have a profile reflecting that of typical Thai language learners, it is 
possible that they are not representative of the entire population. The potential 
benefits of computer games deserve further attention and investigation in both 
theoretical and practical aspects so that the findings can be generalised to other 
contexts. Future studies using larger populations are therefore required. Nevertheless, 
my study appears to corroborate findings from previous studies showing the benefits 
of using technologies, such as CMC (e.g., Kern, 1995; Warschauer, 1996) and 
MMORPGs (e.g., Peterson, 2012a; Rankin, et al., 2009), for encouraging TL 
interaction and of using text-based chat for increasing WTC (e.g., Compton, 2004b; 
Freiermuth & Jarrell, 2006).  
The measurement of WTC is another limitation to the quality of findings of my 
second research question. Firstly, part of the WTC measurement involved a 
comparison of participants’ actual TL use during gameplay (language data from chat 
transcripts) with their perceptions of language use in class (self-reported data from 
questionnaires) to reflect the differences in their WTC levels. Obviously, they are two 
different measures. This was my own fault for not being aware of this issue when 
designing the instrument. Clearer evidence of discrepancies in learners’ WTC in 
different environments should have been revealed if the same measure had been used. 
Secondly, the study used parametric statistical tests (i.e., Paired-Samples T-Test) for 
attitudinal data of WTC. However, I just realised later that non-parametric tests are 
appropriate inferential statistics for Likert Scale's ordinal data. I reran the analysis 
with Wilcoxon Matched Pairs Signed-Ranks Test (a non-parametric test used as an 
alternative to Paired-Samples T-Test) and found both tests yielded nearly identical 
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results. I would argue that the parametric statistical hypothesis could be employed in 
my study because it did not increase the chance of erroneous conclusions. The claim 
that it is possible to analyse the Likert data, using parametric statistics, is well 
supported (see Norman, 2010).  
 
The study is also limited by the fact that participants’ TL interaction during class 
activities was recorded during the first two sessions of the course and was compared 
with their interaction taking place in the last session of computer game activities. It is 
possible that some participants were not accustomed to being recorded; that some 
participants were likely to be more nervous about using English and less motivated to 
participate in English in the very first session than in later sessions where they 
become familiar with the class environment and activities; and that this may explain 
higher incidence of TL interaction and levels of WTC during gameplay. While the 
possibility of unfair comparisons cannot be completely eliminated, it is worth pointing 
out that all participants were very familiar with the two recorded class activities (i.e., 
discussion and interview role-play) which were commonly conducted in their 
preceding language courses. Also, all participants knew each other very well as they 
studied together in their major subjects. As the teacher of the course, my observations 
of participants’ interaction in other class activities in later face-to-face sessions 
showed very similar patterns. In addition, having been involved in the Thai EFL 
context for many years, my personal conversations with other EFL teachers (either 
native or non-native speakers) and many anecdotal reports have revealed the same 
evidence. It is therefore possible to claim that participants’ communicative behaviour 
during class activities reported in this study are typical, regardless of when they are 
required to participate in them. In addition to a comparison between face-to-face 
interaction and online interaction via synchronous chat within the game, differences 
between learner interaction via chat in the game and in other synchronous CMC 
environments would be interesting to investigate. 
 
In addition, participants’ increased interaction and WTC levels can be viewed as their 
reactions to the novelty of using computer games as part of the lesson. I tried to 
minimise the novelty effect by conducting my study with IT students (who are all 
fluent computer users and regular game players) and by training them in the use of the 
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chat tool before starting the first intervention session. However, the fact that 
something new was integrated into the course, and that participants had never played 
MMORPGs in English (although all of them had played them in Thai) may in itself 
have added a degree of excitement and may have affected their responses. Because 
Thai EFL learners have rarely been found very enthusiastic to communicate in 
English in their traditional class, I cannot help but feel that it is the excitement of 
learning English in the gaming environment that led to greater interaction and WTC to 
the participants of this study, and that the novelty effect may be visible in the findings.  
 
Another possible limitation of my study is the fact that participants had very different 
proficiency levels. It is possible that students at different stages of development feel 
differently, either about communicating during class time, during computer game 
activities, or both, which may affect their interaction and the way they feel willing to 
interact. However, I feel that using an intact class has increased the ecological validity 
of my study. The participants were part of an existing group and thus represent an 
actual and ‘real’ community of learners that teachers (at least in Thailand) would be 
likely to face. If, as a group, these learners feel more comfortable communicating in a 
game than in class, that is potentially useful information for their teachers. 
Nonetheless, future studies could employ a more strictly empirical design and control 
for factors such as proficiency levels. In addition, further investigation is necessary to 
identify the impact of individual differences (such as motivation, attitude, gender, 
learning styles) on the use of computer games, and to determine if there are certain 
(personality types of) learners for whom the use of games is more suitable than others, 
or ways of ensuring that computers games are used in a way that is more inclusive. 
 
The fact that the researcher was also the teacher can be considered as another 
limitation. My interest in the potential role of computer games for authentic TL use 
and motivational benefits may have impacted on the way I delivered the lessons in the 
class sessions. However, it is worth pointing out that being teacher-researcher could 
help me develop a better understanding of participants and obtain some insider 
perspectives in ways that are difficult to achieve from being just a researcher. In 
addition, it is important to note that several attempts were made to guard against a 
negative impact as a result of my teacher-researcher role. Firstly, in my observation of 
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participants’ interaction during class activities throughout the whole course and in the 
transcripts of their interaction in computer game activities, I did not find any evidence 
of this. Secondly, not only computer game sessions, but also all face-to-face sessions 
were delivered with my usual passion and enthusiasm. The outstanding teacher award 
I received from DPU and my seven years of teaching experience in teaching face-to-
face were used to ensure that the participants did not receive very different kinds of 
teaching in the two environments. Nevertheless, it is possible that some participants 
may have experienced some differences, and this may have affected the study findings 
to some extent.  
 
In addition, computer game activities took only nine hours over a period of a 15-week 
semester and only six computer game sessions were held. The relatively short period 
of game playing time may have provided insufficient evidence and a lack of some 
particular aspects of learners’ interaction and WTC that could have occurred as a 
result of more game participation. Richer data and long-term effects of playing 
computer games may be obtained in future studies that take place over a period of 
time, in which the effects of gameplay are followed up and measured at several 
stages.  
 
Furthermore, participants were not allowed to take advantage of every feature 
available in the game. That is, they could not form a ‘guild’ (i.e., a game-based social 
organisation) and use a private chat channel because I did not want the collaboration 
to be limited to the small number of players. In addition, participants could not use 
‘trading’ to buy and sell game items because I wanted to prevent them from giving 
their items to other playing characters that did not try to get the items on their own. As 
a result, this study does not offer a complete, definite account of how playing 
computer games benefits interaction because social interaction in a guild and during 
trading is also interesting to investigate. It would be useful for further research to 
investigate different types of interaction within the game in order to determine the 
most effective one for successful language acquisition.  
 
Finally, my study did not specifically investigate language acquisition in computer 
games, thus preventing me from making claims about the role played by gameplay in 
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SLA. Although this study has found that computer games help to increase learner 
interaction and WTC (which many scholars believe valuable for promoting SLA), this 
has yet to be investigated in my data. Although my current data allows me to do so, 
this was beyond the scope of my study and was not, as a result, examined. I hope that 
future studies will continue on from here and investigate other types of game and their 
effects to other aspects of SLA, for example, fluency or accuracy of interaction. Other 
aspects of communication (e.g., communicative competence, speaking and listening 
skills (via voice-based chat in the game), communication strategies, and certain 
linguistic features in oral performance) and other learning scenarios (e.g., learning 
with the game, learning how to deal with the game, or learning how to succeed in the 




This study described the potential effects of computer games on learner’s interaction 
and willingness to interact in the TL. Overall, the findings of this study provide a 
number of implications for language teaching pedagogy, curriculum and CALL 
material design, and educational game development. 
 
The study has several implications for English language teaching. The most obvious 
implication is, perhaps, that commercial games can be adapted, through designing 
content-based quests, for use in real language learning and teaching situations. Thus, 
this encourages a move from an entertaining to a language educational use of games. 
Adapting a commercial game for educational purposes also reduces a worry for the 
institution that they have to purchase subscriptions to commercial games for their 
language learners. Furthermore, the adaptation of commercial games removes one 
important barrier for teachers attempting to use computer games in their teaching, as 
they rarely have the time and resources to develop their own games. However, it 
should be noted that modification and preparation of computer game activities are 
more time-consuming and more complex to implement than paper-based materials 
used in class activities, and that it is not as simple as inserting a game in the 
curriculum and hoping that it will increase learners’ interaction and WTC or enhance 
certain aspects of language learning. For computer games to work, teachers should 
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plan carefully and have a clear objective of using games in the classroom and 
understanding of the benefits of games for language learning before starting the 
implementation. It is also crucial for teachers to choose appropriate games (Hubbard, 
1991; Taylor, 1990) and to have the ability to apply the (gaming) technology, create 
materials and activities using that technology, and teach with the technology 
(Reinders, 2009). At a practical level, this implies the need for the specific training for 
teachers.  
 
The study has shown that interaction in computer games provided opportunities for 
TL use while at the same time encouraging greater WTC. The implications of these 
findings are therefore useful in providing a basis for improving the teaching of oral 
skills, in general, and in designing CALL materials/activities and learning 
environment, in particular. The findings presented in this thesis may motivate 
language teachers to improve their teaching approach by adopting computer games to 
provide their learners with more TL interaction opportunities, while, at the same time, 
creating an environment conducive to their actual engagement that may also 
encourage their willingness to use the TL beyond the classroom context. If learning a 
language is learning to communicate, the primary aim of language learning and 
teaching should be to establish meaningful communication. This can be achieved by 
learner commitment, together with dedication, passion, and collaboration of 
curriculum designers, CALL material designers, those involved in developing 
language learning and teaching policies, and, especially, of language teachers. Since 
there is the need for the use of technologies in language education, and there is the 
indication from this thesis that computer games have a role to play in the language 
classroom, computer games may serve as excellent activities and deserve a place in 
the curriculum. In addition, given the fact that most Thai language learners do not 
have many opportunities to use English on a daily basis, the study also suggests the 
possible implications for CALL material designers to create an authentic English 
learning environment which is accessible and available to learners. 
 
The findings have also shown that participants engaged in more language production 
when they interacted with each other via text-based chat than when they did in voice-
based chat, and made fewer mistakes in a writing, but that their participation increased 
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in both written and oral interaction. Teachers can thus choose one or the other 
modality in their teaching practice, depending on their educational objectives. In 
addition, the difference between language production in class activities and in the 
game sessions in this study was considerable, and as participants became more 
familiar with the game environment, their language production increased. This shows 
the potential for games to draw even learners who are known to be reluctant to use the 
TL to speaking in class. In particular, in contexts such as Thailand where many 
learners are perceived to lack motivation (Maneekhao & Tepsuriwong, 2009) and 
confidence (Boonkit, 2010; Grubbs, et al., 2009) to participate in class activities using 
English, games may offer a degree of excitement. At a very practical level, computer 
games may also afford teachers in Thailand (and other countries) opportunities to 
encourage interaction that would otherwise be difficult to achieve in EFL classrooms 
with commonly large average class sizes.  
 
While language output was the major area for improvement as a result of playing 
computer games, teachers should take into account the fact that learners, especially 
those with limited English language proficiency levels, might lose the ability to 
simultaneously attend complexity and accuracy components. In other words, 
improvement in fluency is always at the cost of accuracy and complexity. Clearly, this 
has research and pedagogical implications. It would be very interesting for further 
research to specifically look at the change over time in language learning performance 
in terms of accuracy and complexity. It would be also interesting for teachers to a) 
give their learners specific instructions on how to complete the game, b) create 
activities (to be supplemented with the gameplay sessions), and c) modify game 
quests that not only encourage the amount of talk, but also lead them to use more 
accurate and complex language.  
 
What this study has, then, shown is that computer games are able to make learners 
feel more confident, less anxious, and more competent, in ways that make them feel 
more willing to communicate in the TL. It appears that for the participants in this 
study, the environment offered by the computer game was conducive to encouraging 
WTC to a significantly greater degree than the classroom environment. Apparently, 
participants found the environment in the computer game ‘safe’ enough to use the TL. 
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They confirmed this in their questionnaire and interview responses, which showed 
that they did not feel embarrassed or anxious about making mistakes when using 
English within the game. Participants also felt that playing the game and 
communicating in English went together and that they were therefore less conscious 
of themselves. In addition, what have been identified in this study are particular 
situations which made participants willing to communicate in English while playing 
games. They reported feeling most willing to communicate when they were in an 
enjoyable atmosphere, when they had an opportunity to collaborate, and when they 
could engage in real-life communication in the TL. These findings suggest that 
computer games may be effective in increasing WTC and frequency of TL use by 
creating a less threatening environment, encouraging a lower affective filter, 
promoting collaborative interaction, and offering authentic TL use opportunities. At 
the curriculum and material design level, teachers should tap into these benefits of 
gameplay to create activities, materials, and learning environments, using computer 
games, in which learners feel more willing to communicate, and thus use more TL.  
 
Furthermore, participants’ responses on their WTC in English during class time 
indicated their low agreement with the statement that face-to-face class activities help 
develop their fluency. Despite the use of CLT approach to improve the quality of 
language teaching and learners’ communicative competence in the Thai EFL setting, 
this findings may reflect the fact that the communicative activities provided have not 
been conducted effectively enough to enhance language fluency. When asked about 
games, however, participants said that they thought computer game activities did help 
develop fluency, despite no specific instructions. In contexts where English (and other 
languages) are taught as a foreign language, and where students have limited access to 
opportunities for TL production, games can possibly play a role. This may be 
particularly the case in situations where the teachers themselves are non-native 
speakers and less experienced in CLT (Tantayanusorn as cited in Mackenzie, 2002, p. 
62) to implement this teaching approach optimally (Khamkhien, 2010).  
 
Interview responses have indicated individual variation; some learners may not enjoy 
playing games and may prefer traditional, face-to-face class activities. Thus, teachers 
should be aware of this and, instead of incorporating computer games in instruction, 
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they should encourage their learners who do enjoy (or want to try) playing games 
outside of class to practise the TL in authentic and engage in social, collaborative 
interaction with either native speakers or other non-native speakers who are learning 
the TL. In the beginning of this out of class activity, teachers may involve in the game 
with their learners to serve as a guide, facilitating their TL interaction by working 
collaboratively with them, introducing them to other native speaker gamers, providing 
help with the TL use, (i.e., showing how to ask for help), explaining the language 
used in quests and by NPCs, and encouraging them to enter the game community, for 
example. The benefits of engaging in the game are not only for learners to have more 
exposure to the TL and gaming experience. It also gives them opportunities to make 
contact with gamers who also want to improve the TL, thus helping learners to 
continue developing their communication skills and other aspects of language 
learning. Finally, teachers should provide advice for their learners who want to 
develop their TL communication independently through playing games.  
 
Finally, given the positive effects of gameplay on learners’ interaction and WTC in 
English, this study offers implications for the development of educational computer 
games putting an emphasis on language learning purposes. That is, educational game 
developers should experiment with designing new games and/or modifying existing 
commercial computer games with the goal of maximizing the potential of gaming 
technologies for foreign language education. The design/modification could include 
language learning resources which are integrated within or can be downloaded from 
the game. Given that learners have different proficiency levels, such resources could 
be an integrated dictionary tool so that learners could quickly interact with each other 
without using a print dictionary or visiting a website to look up words while they are 
in the midst of play. The language learning resources could also include a list of 
useful language structures and expressions for communication situations learners 
could encounter during gameplay, such as language for asking for and provision of 
help, suggestions, and requests. Importantly, evidence of language use and attitude to 
learning with games should be gathered prior to the design/modification process so 
that the game could fit the learner needs and serve pedagogical benefits.  
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Using a modified commercial game in the classroom is still a new area in language 
education, with a great deal of potential to facilitate many aspects of SLA and the 
development of communicative competence. It is hoped that the findings reported 
here have made a modest contribution to this developing area, either by giving a better 
understanding of the effectiveness of gameplay for language learners or by escalating 
the ongoing investigation in this area. The evidence provided in this study suggests 
that it is time to take the advantages of what entertaining tools can offer for language 
education and to use them meaningfully, and that it is the right time to make learning, 
communicating, and playing, go together.  
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        STUDENT COURSE SYLLABUS AND LESSON PLAN 
 
 
Course Number: LA 217    Course Title: English for Information Technology 1  
     Credits: 3 
Faculty: Language Institute  Program: English for Specific Purposes   
 
Course Description:  
The course is designed to improve students’ four integrated language skills: listening, 
speaking, reading, and writing. The course also trains students to (1) develop practical 
English communication skills required to function both in general English and English 
for Information Technology and (2) use language appropriate to a variety of situations 
they are likely to encounter as employees in IT business.  
 
Semester: 1  Academic Year: 2010 Class Year: 3
rd
 Year 
Instructor’s Name:   Sorada Wattana    Office: 8th Floor, Building 5  
Office Phone:  #107 DPU Email Address: sorada.wat@dpu.ac.th 
Classroom: 555 Outside Classroom Learning: CALL Lab 1C (Writing session) 
       CALL Lab 1C (Gaming session) 
Office Hours:  Day: Monday   Time: 10.30 am – 12.30 pm 
    Day: Wednesday Time: 13.00 pm – 15.00 pm 
   Day: Thursday Time: 10.30 pm – 12.30 pm 
 
General Objectives:  
By the end of the course, students should have knowledge and competency in the 
following areas: 
 
1. Ethics and Morality:  
1.1 Produce their own work that represents their original words.  
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2. Knowledge in Class Subject Materials:  
2.1 Use IT and computing terms, language functions, and language skills 
appropriately. 
2.2 Use language to communicate with other students and as a comprehension 
check. 
3. Cognitive skills 
3.1 Consolidate, apply and extend their understanding and use of structures and 
functions common to general English, Information Technology and computing 
at intermediate levels. 
3.2 Analyze and summarize ideas from written text. 
4. Interpersonal Skills and Responsibility 
4.1 Collaborate in face-to-face and synchronous online communication. 
4.2 Complete assigned tasks in pair and group work. 
4.3 Develop social skills needed for team work. 
5. Communication Skills 
5.1 Develop the skills of listening for specific information and for the main points. 
5.2 Participate in exchanges of information and opinions in general and IT 
contexts. 
5.3 Develop oral presentation skills. 
5.4 Develop the skills of reading for information from a variety of authentic IT 
texts. 
5.5 Write instructions, descriptions and explanations about topics in computing 
and IT 
6. Information Technology (IT) Skills 
 Use PowerPoint, MSWord to prepare writing assignments and make 
presentations. 
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   Lecture: 
   Discussion &   
Brainstorming: 




    Practice: 
   Pair & group 
activities 
   Oral presentations 







Student Evaluation:  
a. Formative evaluation  40% 
 Midterm examination   15% 
 Class participation     5% 
 Learning portfolio    20% 
 (SALLC & CALL - 10%, Assignments & Homework - 10%) 
b. Summative evaluation 60% 
 Speaking test    10% 
 Listening test    10% 
 Project      10% 
 Final Examination   30% 
     Total  100% 
 
Required Textbook(s):  
Glendinning H. E. & McEwan J. (2006). Oxford English for Information Technology 
(Second Edition). New York: Oxford University Press.  
 
Other Materials 
 SALLC and CALL (in the form of computer game) learning materials 
 Supplementary handouts and exercises 
 PowerPoint Presentation 
 Extra lecture notes 
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English for Specific Purposes Program Plagiarism Policy 
 
Plagiarism is an academic offense which the ESP program takes seriously. Each 
student is responsible for reading, understanding and abiding by this policy. 
Plagiarism is a form of dishonesty that will not be tolerated by the ESP program. 
Examples of plagiarism include, but are not limited to, the following examples: 
 
1. Submitting another Writer’s Paper: A student puts their name on 
someone else’s work. 
2. Using Copy-And-Paste: A student copies phrases, sentences, or larger 
sections from a source and pastes them into their paper without proper 
citation. 
3. Neglecting Necessary Quotation Marks: A student fails to add the 
necessary quotation marks   (“  ”) around the work of another. 
4. Paraphrasing without Citing Source: A student paraphrases the work of 
another without citing the source of the original text. 
 
All Parties to Plagiarism are Considered Equally Guilty: If a student shares their 
work with another student and the other student plagiarizes it, both students are 
equally guilty, as the first student enabled the plagiarism to take place. If caught 
plagiarizing, all students involved will receive a failing grade for that assignment. 
Under no circumstances should a student make their coursework available to other 
students. 
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 LESSON PLAN 
Week 














1. Getting to know teacher and 
students 
2. Explaining class rules, 
evaluation and the course 
syllabus 
 
1. Demonstrate an understanding of the 





 Discussion  
 
 Pre-course test 
 
Week 1/2 
(10 June 2010) 
Computer Users 
 
1. Describing how people use 
computers 
 
2. Exchanging information 
about the use of computers 
 
 
Knowledge, Communication Skills, 
Interpersonal Skills: 
1. Talk about how they and people from 
different professions use computers  
 
Communication & Interpersonal skills: 
2. Exchange information about the use of 
computers in everyday’s lives 
 
Explanation of key 
language functions 
 Speaking practice   






 Class feedback 
 
 
            Course Syllabus and Lesson Plan        5-20                                              FM 9-1.1 (For Students)              








The students should be able to:  
Teaching 
Methods/Activities 
Student Evaluation  
Week 2/1 
(14 June 2010) 
Computer 
Users 
1. Past Simple and Present 
Perfect  
2. Exchanging experience in 
using computers 
3. Reading a passage 
“Computers make the world 
smaller and smaller” 
Knowledge, Communication Skills, 
Interpersonal skills 
1. Understand the difference between the 
Past Simple and the Present Perfect and 
use these tenses fluently and correctly 
through speaking practice activities  
Communication Skills, Cognitive Skills 
2. Read and comprehend an article in IT 
and computing contexts through 
scanning and skimming skills and other 
reading techniques  
 Explanation of key 
language functions 
 Speaking, reading 
practice   










(17 June 2010) 
Computer 
Users 
1. Paragraph writing: describing 




1. Understand basic guidelines of how to 
write a good paragraph  
 
 
 Explanation of key 
language functions 
 Brainstorming & 
Discussion 
 Writing practice 
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The students should be able to:  
Teaching 
Methods/Activities 
Student Evaluation  
  Communication Skills, Cognitive Skills, 
IT Skills, Ethics 
2. Write a paragraph describing the use of 
computers in their study and free time 
  
Week 3/1 




1. Lesson review  Cognitive Skills 
1. Integrate and apply the language skills 
and language items learned from 
previous sessions to real 
communication situations  
 
Communication Skills, IT skills, 
Interpersonal Skills, Ethics 
2. Collaborate and communicate in CALL 
environment in order to complete the 
assigned tasks 
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 Week                       
                Topic 
Outline 
Behavioural Objectives 
The students should be able to:  
Teaching 
Methods/Activities 
Student Evaluation  
Week 3/2 
(24 June 2010) 
Computer 
Architecture 
1. Naming types of computers 
2. Reading computer 
advertisements 
3. Computing terms and 
abbreviations 
4. Describing computer 
specifications 
Knowledge 
1. Use names and types of computers and 
computer features 
2. Use appropriate computing terms and 
abbreviations  
Communication Skills, Cognitive Skills 
3. Understand computer advertisements 
4. Write a description of computer 
specifications  
 Explanation of key 
language functions 
 Discussion 
 Speaking, reading, 
writing practice   










(28 June 2010) 
Computer 
Architecture 
1. Presenting and exchanging 
technical information 
 
2. Describing how an item 
functions 
 
Knowledge, Communication Skills, 
Cognitive Skills, Interpersonal Skills  
1. Make inquiries and give answers about 
hardware configurations  
Knowledge 
1. Use appropriate terms and structures 
for expressing functions  
2. Describe the function of an item  
Explanation of key 
language functions 
 Speaking practice   





 Class feedback 
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 Week                       
  Topic 
Outline 
Behavioural Objectives 
The students should be able to:  
Teaching 
Methods/Activities 
Student Evaluation  
Week 4/2 
(1 July 2010) 
Computer 
Architecture 
1. Sequence words: first, then, 
next, after that, finally 
 
2. Giving instructions 
 
Knowledge 
1. Explain simple instructions for 
handling a particular program  
Communication Skills 
2. Give simple instructions for handling a 
piece of hardware, using the sequence 
words  
 Explanation of key 
language functions 
 Speaking, writing 
practice   
 Group work 
activities 






 Class and 
teacher feedback 
Week 5/1 
(5 July 2010) 
Computer 
Architecture 
1. Lesson review  Cognitive Skills 
1. Integrate and apply the language skills 
and language items learned from 
previous sessions to real 
communication situations  
Communication Skills, Interpersonal 
Skills, IT Skills, Ethics 
2. Collaborate and communicate in CALL 
environment in order to complete the 
assigned tasks 
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The students should be able to: 
Teaching 
Methods/Activities 
Student Evaluation  
Week 5/2 




1. Computer use 
 
2. Present passive 
 





1. Use the present passive for descriptions 
of processes  
Communication Skills, Interpersonal 
Skills, Cognitive Skills 
2. Talk about computer use in different 
work situations 
3. Describe the process shown in the 
diagram to your partner. 
 Explanation of key 
language functions 
 Speaking, reading 
practice   









(12 July 2010) 
Computer 
Applications 
1. Present passive review  
 
2. Describing a process 
 
3. Reading a passage “Data 
Mining” 
 
Communication Skills, Cognitive Skills, 
IT Skills 
1. Write a description of EPOS till’s 
operation in the Present passive  
  
 Explanation of key 
language functions 
 Writing, reading 
practice   
 Discussion 
 Pair work 
activities 
 Writing skill 
assessment 
 Class and 
teacher feedback 
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The students should be able to:  
Teaching 
Methods/Activities 
Student Evaluation  
  Communication Skills, Cognitive Skills 
2. Read and comprehend an article in IT 
and computing contexts, using 









1. Lesson review  
Cognitive Skills 
1. Integrate and apply the language skills 
and language items learned from 
previous sessions to real 
communication situations  
Communication Skills, Interpersonal 
Skills, IT Skills, Ethics 
2. Collaborate and communicate in CALL 
environment in order to complete the 
assigned tasks 
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The students should be able to:  
Teaching 
Methods/Activities 
Student Evaluation  
Week 7/1 
(19 July 2010) 
Peripherals 
1. Identifying peripherals 
 
2. Listening to a description, 
similarities and differences, 
and advantages and 
disadvantages of digital 
cameras 
 
3. Comparison and contrast 
Knowledge 
1. Use terms for common peripheral 
devices  
Communication Skills, Cognitive Skills 
2. Listen for specific information  
Knowledge, Cognitive Skills, 
Communication Skills 
3. Compare and contrast a particular 
peripheral device  
 Explanation of key 
language functions 
 Listening, 
speaking practice   
 Brainstorming & 
Discussion 









(22 July 2010) 
Peripherals 
1. Comparison and contrast 
review 
 
2. Making comparison and 
contrast 
 
3. Describing functions 
Communication Skills, Cognitive Skills 
1. Write a comparison of peripheral 
devices  
Knowledge, Communication Skills, 
Interpersonal Skills 
2. Explain the function of each peripheral 
device 
Explanation of key 
language functions 
 Writing practice   
 Discussion 
 Pair work 
activities 
Activity assessment 
 Class and 
teacher feedback 
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The students should be able to:  
Teaching 
Methods/Activities 
Student Evaluation  
Week 8/1 
(26 July 2010) 
Peripherals 
 
1. Comparing and contrasting 
 
2. Describing functions 
 
3. Reading a passage “Ready 




1. Compare features and functions of 
different brands and models of a 
particular device  
 
Communication Skills, Cognitive Skills 
2. Read and comprehend an article in IT 
and computing contexts, using 
skimming and scanning skills and other 
reading techniques  
 
 Oral presentation  
 Reading practice   
 Discussion 













(29 July 2010) 
 




   
Mid-Term Examination: 5 August 2010 (13.00-14.30 pm) 
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The students should be able to:  
Teaching 
Methods/Activities 






1. Reading passage “Operating 
Systems: Hidden Software” 
 
2. Linking words and phrases 
 
3. - ing form as a noun; after 
prepositions 
 
Communication Skills, Cognitive Skills 
1. Read and comprehend an article in IT 
and computing contexts, using 
skimming and scanning skills and other 
reading techniques  
Knowledge 
2. Use logical linking words and phrases  
3. Use – ing form correctly  
 Explanation of key 
language functions 
 Reading practice   
 Discussion 














1. Exchanging technical 
information 
 
2. Describing operating systems 
 
Communication Skills, Interpersonal 
Skills, Cognitive Skills 
1. Ask for and provide  information about 
operating systems  
 
Knowledge, Communication Skills, 
Cognitive Skills, IT Skills 
2. Write a description of operating system 
 Explanation of key 
language functions 
 Writing practice   
 Brainstorming  




 Writing skill 
assessment 
 Class and 
teacher feedback 
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The students should be able to:  
Teaching 
Methods/Activities 
Student Evaluation  
Week 10/1 




1. Lesson review  Cognitive Skills 
1. Integrate and apply the language skills 
and language items learned from 
previous sessions to real 
communication situations  
Communication Skills, Interpersonal 
Skills, IT Skills, Ethics 
2. Collaborate and communicate in CALL 
environment in order to complete the 
assigned tasks 










1. Discussing which application 
program would be used for 
each user 
 
2. Providing information about 
computer games 
Communication & Cognitive Skills  
1. Discuss and explain which application 
program would be used for each user  
Knowledge 
2. Use appropriate terms for application 
packages  
 Explanation of key 
language functions 
 Speaking practice   
 Discussion 




 Class and 
teacher feedback 
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The students should be able to:  
Teaching 
Methods/Activities 
Student Evaluation  
  Communication & Interpersonal Skills 





(16 August 2010) 
Application 
Programs 
1. 1. Making a short presentation on 




1. Talk about their favourite computer 
games  
Oral presentation  Oral 
presentation 
assessment 
 Class and 
teacher feedback 
Week 11/2 




1. Note taking 
 
2. Terms for common 
application packages 
 
3. Making recommendations 
 
Communication & Cognitive Skills 
1. Take notes from a written text  
 
Knowledge 
2. Use appropriate terms for application 
packages  
 
 Explanation of key 
language functions 
 Speaking, writing 
practice   
 Brainstorming 




 Writing skill 
assessment 
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The students should be able to:  
Teaching 
Methods/Activities 
Student Evaluation  
  Communication Skills, Cognitive Skills, 
IT Skills 








1. Lesson review  
 
Cognitive Skills 
1. Integrate and apply the skills and 
language items learned from previous 
sessions to real communication 
situations 
 
Communication Skills, Interpersonal 
Skills, IT Skills, Ethics 
2. Collaborate and communicate in CALL 
environment in order to complete the 
assigned tasks 
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The students should be able to:  
Teaching 
Methods/Activities 
Student Evaluation  
Week 12/2 
(26 August 2010) 
Networks 
 Discussing advantages and 
disadvantages of a network 
 
 Describing advantages and 
disadvantages  
 
Communication & Interpersonal Skills 
1. Exchange their ideas about advantages 
and disadvantages of a network  
Communication Skills, Cognitive Skills, 
IT Skills 
2. Write a description of advantages and 
disadvantages of a network  
 Explanation of key 
language functions 
 Writing practice   
 Brainstorming 




 Writing skill 
assessment 








1. Reading a passage “Network 
Communications” 
 
2. Relatives clauses with 
participles 
 
Communication & Cognitive Skills 
1. Read and comprehend an article in IT 
and computing contexts, using 
skimming and scanning skills and other 
reading techniques  
Knowledge 
2. Use terms associated with networks 
correctly  
3. Use relative clause with participles  
 Explanation of key 
language functions 
 Reading practice   
 Discussion 




 Class and 
teacher feedback 
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Topic 
Outline Behavioural Objectives 
Teaching 
Methods/Activities 






1. Lesson review  Cognitive Skills 
1. Integrate and apply the skills and 
language items learned from previous 
sessions to real communication 
situations  
Communication Skills, Interpersonal 
Skills, IT Skills, Ethics 
2. Collaborate and communicate in CALL 
environment in order to complete the 
assigned tasks 




(6 September 2010) 
 
 
1. Project submission and 
presentation 
   
Week 14/2 
(9 September 2010) 
 
1. Listening Test 
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Topic 
Outline Behavioural Objectives 
Teaching 
Methods/Activities 
Student Evaluation  
Week 15/1 
(13 September 2010) 
(15 September 2010) 
 
1. Speaking Test 
 
   
Week 15/2 
(16 September 2010) 
 
1. Final Exam Review 
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Appendix B: Pre-Survey Questionnaire 
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        Pre-Survey Questionnaire 
This survey is designed to gather your demographic data and information regarding your 
language background, self-assessment of English communication, familiarity with 
computer games and synchronous communication tools, and your expectation of the 
development of English communication in a computer game context. This is not a test so 
there are no right or wrong answers. Please answers truthfully to guarantee the success 
of this study. Although I ask for your name, I do so only because I want to associate 
your answers to this questionnaire with your other data. Your answers will be treated 
confidentially.  
Section 1 
Instructions: Please provide the most appropriate answers to each question.  
 
1. Name: _________________________(Please give the character’s name that you 
want to use when playing Ragnarok Online
©
) 
2. Age:  ____________ years old  
3. What is your gender? (  ) Male   (  ) Female 
4. How long have you studied English (in years)? _______________ 
5. Have you ever been in an English speaking country? (  ) Yes, Reason 
_______________  (  ) No 
6. In addition to in the English classroom, do you use English in your daily life?   
(  ) Yes    (  ) No (Go to Question 8) 
7. How do you use English in your daily life? How often? (You can select more than one 
answer) 
(  ) Watching English movies _______ (  ) Listening to English music _______ 
(  ) Online chatting in English _______ (  ) Writing email in English _______ 
(  ) Reading English newspapers/magazines/books/articles _______ 
(  ) Talking to foreigners _______ (  ) Other (Please specify) ________  
_______  
8. How would you rate your English communication skills (i.e. abilities to share 
information with others and comprehend what others are saying)? 
(  ) Very Good (  ) Good  (  ) Fair  (  ) Poor 
Section 2 
Instructions: Please provide the answer that best describes your personal game-
related habits and experiences and your familiarity with synchronous communication 
tools.  For the purposes of this survey, computer games refer to both video game and 
online and off-line computer game. 
 
9. Have you ever played computer games?   (  ) Yes  (  ) No (Go to Question 13) 
 
10. How long have you been playing computer games (in years)?  
___________________________ 
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        Pre-Survey Questionnaire 
Section 2 (continued) 
11. On average how much time do you spend each week playing computer games (in 
hours)? _____ 
 
12. What type(s) of computer games do you play? (You can select more than one 
answer) 
(  ) Role-playing  (i.e. Ragnarok Online, Final Fantasy, World of Warcraft) 
      Write down 2 games that you play most often of this type. ____________________ 
 
     (  ) Simulation (i.e. The Sims) 
Write down 2 games that you play most often of this type. ____________________ 
 
(  ) Strategy (i.e. Age of Empires, Civilization) 
Write down 2 games that you play most often of this type. ____________________ 
 
(  ) First-person shooters (i.e. Crysis: Warhead, Command and Conquer) 
Write down 2 games that you play most often of this type. ____________________ 
 
(  ) Sport (i.e. Need for Speed, FIFA series) 
Write down 2 games that you play most often of this type. ____________________ 
 
(  ) Music game (i.e. Audition, Guitar hero) 
Write down 2 games that you play most often of this type. ____________________ 
 
(  ) Other (Please specify) _________________________ 
Write down 2 games that you play most often of this type. ____________________ 
 
13. Complete one of the following sentences: 









Instructions: The following items elicit your expectation of the development of English 
communication in a computer game context. Please put a tick (√) in the box that best 
represents how much you agree or disagree with each statement. The numbers  
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THIS IS THE END OF THE QUESTIONNAIRE.  
THANK YOU FOR YOUR COOPERATION.  
 
        Pre-Survey Questionnaire 
Section 3 (continued) 
correspond to the following responses: (1) Strongly disagree, (2) Disagree, (3) 
Neutral/No opinion, (4) Agree, (5) Strongly agree. 
Statement 1 2 3 4 5 
14. I think that some computer games can increase the 
amount of talk in English. 
     
15. I think that some computer games can increase the 
amount of written communication in English. 
     
16. I think that some computer games help me improve 
my reading.  
     
17. I think that communicating in a computer game 
context is less anxious than in the classroom.  
     
18. I think that some computer games could be 
motivating for me to practice communicating in 
English.  
     
19. I think that some computer games provide 
opportunities to interact with native speakers. 
     














































Explanation of the session objectives and outline            5 minutes 
 Explain the session objectives and draw students’ attention to the benefits 
they will gain from the session.  
 
Getting to know students’ feelings and attitudes          15 minutes 
 Have each individual students talk about their own feelings about and 
attitudes towards playing computer games and using them in language 
learning. 
 Write students’ responses on the board and elicit their reasons. 
 Hold a plenary session to allow students to discuss the points listed on the 
board and strategies to deal with problems and to alleviate negative feelings 




 develop their positive attitudes towards playing computer 
games and using them in language learning 
 become aware that computer games can be used in the 
language classroom both as teaching tools and as means 
of promoting students’ learning in general and learning 
English in particular 
OBJECTIVES: By the end of this session, students should be able to 
 
Psychological Preparation 
ACTIVITY Computer Games and Language Learning  
 INSTRUCTOR Aj. Sorada Wattana 
June 9, 2010 (10-11 am) TIME REQUIRED 
 
1 Hour DATE 
REQUIRED RESOURCES: 
 Computer game “EverQuest II (Extended Edition)”  




 Wireless connection 
 
 
Psychological Preparation Plan 
 
TRAINING 
ACTIVITIES & PROCEDURES ESTIMATED TIME 
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Potential Benefits of Computer Games for Language Learning  40 minutes 
 Have students watch EverQuest II (Extended Edition) Trailer. Then, ask 
general questions such as Have you ever played this game?, What do you 
think about the game?, etc, or encourage students to explain what they see 
from the trailer.  
 Divide students into 5 groups and assigned them to play EverQuest II 
(Extended Edition) together without letting them know what aspect of 
language they are going to learn from it. Allow students plenty of time to 
experience game play.   
 Have students discuss what aspect of language learning they learn from the 
game and decide three main good things and bad things for learning in 
general and learning the English language in particular. 
 Ask each group to share their ideas with the whole class. 
 Write the points on the board. 
 Hold a plenary session to discuss the point listed on the board, and point out 





JUSIFICATIONS: It may be possible that not all learners like playing games 
and that not all are interested and willing to learn the language in gaming 
environments. By having learners express their feelings and attitudes towards 
computer games, any anxieties regarding game playing can be reduced and 
learners’ personal problems encountered or satisfactions found from playing 
computer games, particularly MMORGPs, can be remedied and understood. 
 
As students are exposed to gaming environments, they will discover some 
serious fun and language learning blended simultaneously. Thus, they will 
understand and appreciate value and advantages of computer games that will 
be beneficial for the language learning improvement. 
ACTIVITIES & PROCEDURES ESTIMATED TIME 
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Explanation of the session objectives and outline            5 minutes 
 Explain the session objectives and draw students’ attention to the benefits 
they will gain from the session.  
MMORPG Participation Experience                     55 minutes 
 Introduce the game and the training mode to students. 
 Have students brainstorm what is needed for the game participation. Elicit 
their explanations and/or reasons. 
 Pair students who are not used to playing Ragnarok Online
©
 with the 
experienced one in order to foster peer learning and allow them to understand 
the game interface,  explore the game environment, and learn how to play the 
game together. Allow students plenty of time for the game participation. 
 Have each individual students talk about what they think about their own 
abilities as the game participant. 
 Write students’ responses on the board and elicit their reasons. 
 Hold a plenary session to allow students to discuss the point listed on the 
board and provide feedback on their accomplishments.   
 
 build confidence in their abilities to work independently 
and successfully during computer game sessions 
OBJECTIVES: By the end of this session, students should be able to 
 
Psychological Preparation 
ACTIVITY MMORPG Participation Experience 
INSTRUCTOR Aj. Sorada Wattana 
June 10, 2010 (10 -11 am) TIME REQUIRED 
 
1 Hour DATE 
REQUIRED RESOURCES: 
 CALL Lab 
 A training mode of Ragnarok Online game 
 
 
Psychological Preparation Plan 
 
TRAINING 
ACTIVITIES & PROCEDURES ESTIMATED TIME 
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JUSIFICATIONS: After developing positive feelings about and attitudes 
towards computer games and understanding their value to language learning, 
learners need to know how they can engage in the computer game-based 
learning environment. Therefore, they are helped to experience the 
participation. The fact that students manage to become part of the game and 
discover the options or techniques that work for them and suite with their needs 
and game play abilities may provide an important boost for students’ confidence 
in their abilities to work independently and successfully during computer game 
sessions.  
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Explanation of the session objectives and outline            5 minutes 
 Explain the purpose of communication strategy training and draw students’ 
attention to its importance. 
Raising Learner Awareness                     15 minutes 
 List on the board two general situations that can take place while students 
engaged in multiplayer online game environment where they need to be able 
to employ communication strategies to interact and cooperate effectively 
among players: 
 
(1) Seeking help  





 know strategies to facilitate their L2 interaction in the 
game and become confident and actively involved as 
participants in authentic communication 
OBJECTIVES: By the end of this session, students should be able to 
 
Learner Strategy Training 
 ACTIVITY Combining communication strategies with social skill development  
 
INSTRUCTOR Aj. Sorada Wattana 
June 18, 2010 (10 -11.30 am) TIME REQUIRED 1.30 Hrs DATE 
REQUIRED RESOURCES: 
 Ragnarok Online screenshots  
 Interactive exercises from 
http://www.cambridge.org/us/esl/touchstone/student/index.html 
 Worksheet “Directions Information Gap” 
 Skype 
Learner Strategy Training Plan 
 
TRAINING 
ACTIVITIES & PROCEDURES ESTIMATED TIME 
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 Ask if students have experienced any of the listed situations and then elicit 
additional situations from students, based on their own experience. 
 Lead a whole-class discussion about what strategies students use to deal with 
each situation and why they employ them. 
 Explain to students what communication strategies are, benefits and 
applications of strategies, and why students should use them. 
 
Explicitly Teaching and Practicing Strategies                   60 minutes 
 List and describe each of common communication strategies to teach students 
to use if they encounter any of the situations:  
- Requesting  
- Understanding & conveying the message (asking for clarification, 
comprehension checks, confirmation checks, compensatory strategies) 
 Have students discuss which strategies would be useful for each situation. 
 Give step-by-step instruction in how to apply each communication strategy 
and explicit explanation for when it is appropriate to use each of the 
strategies. 
 Work on each situation individually so that useful words, expressions or 
grammatical structures which fit the requirements of the communication 
situations can be taught. 
Situation 1: Seeking help 
 Ask students to think of ways to make requests for help: 
Request:  Please… Could you… Can you… Would you… or Will you… tell me 
  where the starting NPC is? 
Response: Sure/Of course/Certainly…it is next to the fountain. 
   I’m sorry, but… I can’t find it either.  
Students can seek help by asking question such as “What is this?” or “What 
do you mean?” to understand the input. 
 
 Point out the use of rising intonation in voice chat to appeal for help indirectly.  
 Demonstrate to students how to use the strategy.  
 Point out that after a negative response to the request most speakers will 
attempt to suggest an alternative. Next, ask students for ways to make 
suggestions: 
 
ACTIVITIES & PROCEDURES ESTIMATED TIME 
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Suggestion:  You should search for it more carefully. 
   You shouldn’t walk too fast or you can miss it easily.  
   Maybe we should read the map again.  
   Why don’t you walk into the castle? 
Let’s ask someone for help.   
Response:  That’s a good idea. / OK, let’s do/try that.  
   That’s a good idea, but I’m not good at reading the map. 
 Encourage students to support their suggestions with reasons (e.g. I think we 
should go back to the Announcer again. She has the quest information but we 
don’t read it.)  
 Demonstrate to students how to use the strategy.  
Practice 1 
 Show a screenshot of Ragnarok Online
©
. Ask students to imagine that they 
are now playing the game. Have each student to write down 2 problems that 
they think they might encounter during game play.  
 Model the activity by picking up one of the problems from the list and then 
selecting an appropriate request form to seek help with the problem. Say the 
request orally first and then write it on the board. Ask students to respond to 
the request and let them write the response on the board. Have students 
brainstorm as may solutions as possible when a negative response to the 
request is made. Finally, explain the use of language and communication 
strategies to students.  
 Show more screenshots. Have students work in pairs and take turn asking for 
and providing help. 
 Monitor the activity and provide support while students are practicing. 
Encourage students to be willing to take risks and use a variety of request 
forms.  
 Give feedback.  
 
Situation 2: Overcoming comprehension and communication difficulties 
during the interaction 
 
 
 Ask students for ways to interrupt and ask for clarification when they don’t 
understand the message:  
 
Asking for Clarification  
 
ACTIVITIES & PROCEDURES ESTIMATED TIME 
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- I’m sorry. Which man? A man who is sitting in front of David’s house? 
- Excuse me. Did you say left or right? 
- Sorry! I didn’t catch that. Is the monster pink or green? 
- Sorry! I don’t understand. What dose fountain mean? 
 
 Point out that it is after this that the speaker will attempt to explain the 
message that was not understood.  
 Demonstrate to students how to use the strategy.  
 Provide a 5-minute practice activity by pretending that I’m a game Announcer 
and then reading the announcement and quest information. Pause from time 
to time to encourage students to ask for clarifications.  






 Ask students for ways to ask for comprehension checks to make sure that the 
interlocutor has understood what they have said: 
 
- Do you understand? 
- Do you know what I mean? 
- Are you with me? 
 
Ask students for ways to signal that they do or do not understand the 
explanation and ways to express confusion.  
 
- I see. / I understand. / I get it.  
- Yes, I understand now.  
- I’m sorry, I don’t understand.  
- I don’t understand. Which one? 
- I’m confused.  
 
 Point out that it is after this that the speaker will attempt to explain the 
message that was not understood.  
Comprehension checks      
 
ACTIVITIES & PROCEDURES ESTIMATED TIME 
 







 Show students way to repeat all or part of the statement to ensure the 
understanding: 
 
- Did you kill pink monsters?  
Pink monster? You mean Poring? 
Yes, Poring  
 
 Provide a 10-minute practice activity. Give students the worksheet 
“Directions Information Gap” in which Student A has information that Student 
B doesn’t have. Then, have students access Skype to work in pairs 
exchanging information about directions to a place in Ragnarok Online
©
 each 




 Ask students for ways to try to get the message across quickly when they 
don’t know a  particular vocabulary item in the target language: 
 
- Circumlocution: exemplifying the target words (e.g. a place where ships 
can shelter = harbour) 
- Approximation: using an alternative term which expresses the meaning of 
the target language word as closely as possible (e.g. hat for headgear) 
- Use of all-purpose words: extending a general word to contexts where 
specific words are lacking ( e.g. the use of thing, stuff, make, do) 
- Code switching: using a L1 word in L2, usually within the same 
conversation, conversational turn, or the same sentence of that turn.  
 
 Demonstrate to students how to use the strategies.  
 Practice with a few students by asking them to describe how to complete a 
Ragnarok Online
©
 quest, using compensatory strategies when necessary.  
 
 
Compensatory strategies     
 
 
ACTIVITIES & PROCEDURES ESTIMATED TIME 
 
Confirmation checks     
 
 




 Explain the tasks to students: you are going to engage in a synchronous text 
chat to introduce and describe your own Ragnarok Online
©
 character to your 
partner. When you encounter difficulties understanding and conveying the 
messages, please use communication strategies you have learnt.  
 Elicit from students communication strategies they can use when they need 
to overcome comprehension and communication difficulties during the 
interaction.  
 Demonstrate with a confident student. 
 Monitor the activity and provide support while students are practicing. 
Encourage students to be willing to take risks and use communication 
strategies. 
 Give feedback on anything noticed in terms of the use of language and 
communication strategies. If there is no time for this, post the feedback on 
the teacher’s DPULSS.  
Evaluation                 10 minutes 
 When the practice has been done, give students time to share their opinion 
about the strategy practice, such as which strategy is the most and least 









JUSIFICATIONS: In virtual environments requiring TL interaction in real time, 
students might encounter situations which limit to their own competence, thus 
inhibiting their TL use for effective communication with other participants. 
Therefore, students need to be trained to use communication strategies to 
facilitate their communication and enable them to feel confident to actively 
engage in L2 interaction in the game world despite their deficient knowledge of 
English.  
 
ACTIVITIES & PROCEDURES ESTIMATED TIME 
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Appendix E: Sample Screenshots of Modified Ragnarok Online
©
 
Due to copyright issue, these screenshots are displayed for the purpose of examination 
only. They cannot be made publically available after the completion of my study (see 
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Figure E.2 A screenshot of Izlude City which is a setting in Quest Event 2 
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Figure E.4 A screenshot of Gaffen City which is a setting in Quest Event 5 
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Figure E.6 A screenshot of a non-violent combat 
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Figure E.8 A screenshot of interaction between a player and an NPC by choosing 
appropriate responses 
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Figure E.9 A screenshot of in-game feedback players are given when right or wrong 
responses are given 
 
 
Figure E.10 A screenshot of when a quest is completed and a player is given items 
and level up as rewards  














Appendix F: Quest Assignments 
Due to copyright issue, these materials are displayed for the purpose of examination 
only. They cannot be made publically available after the completion of my study (see 
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Quest Assignment 1 
Welcome to Ragnarok Online
©
. I think everybody is ready to gain new English learning experience 
in this game world. The game environment allows you to collaborate and communicate with 
other playing characters (PCs) via text/audio chatting in English and with non-playing 
characters (NPCs) through dialogues in order to progress the game. Throughout the quest (i.e. task 
undertaking, item hunting, and NPC searching) you will have opportunities to use the target 
language for real interaction and practice the language skills and vocabulary you have learned from 
Unit 1 “Computer Users”.  Good luck with your journey and I wish you success in quest competition 
and language practice as you venture in this online world.  
 
Quest Name:  Finding how David uses his new computer 
NPC Name: Austin 
Location of NPC to start the quest Prontera 
Type of quest Event quest 
Quest rewards Base Level 25, Job Level 10,  




Austin would like to know how David, his student, uses a computer in his study and free time. Just 
speak to NPCs in order, starting from Austin in order to accept the quest in which you will need to 
complete tasks plus engage in non-violent combat with monsters that will drop the required items. 
When you are all done, speak to Austin one last time and he will delightfully give you Base Level 25, 
Job Level 10, and Head Gear 1 ea as rewards which are required to proceed with the next quest. You 
can only do this quest once for each character and the rewards gained from this quest will not be 
able to be traded. This is to prevent you from giving them to other characters who have not finished 
the quest yet. Once you have finished the quest, you need to talk to Announcer to learn how to 
change your job to Job Class 1.  
Briefing Session (15 minutes) 
Before starting, you are allowed 10 minutes for planning time, language preparation and quest 
familiarization with your partner(s). You can take notes in the space below. Other supporting 




Debriefing Session (15 Minutes) 
After ending this game session, prepare to discuss your experience gained from playing the game with your friends. 
You can take notes in the space below.  More details will be provided by your teacher and other 




Picture from http://iro.ragnarokonline.com/ 
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Quest Assignment 2 
Welcome to the second quest (i.e. task undertaking, item hunting, and NPC searching) of 
Ragnarok Online©.  I hope you will enjoy learning and practicing English as you venture in 
this online game. You will find that the game environment allows you collaborate and 
communicate with other playing characters (PCs) via text/audio chatting in English 
and with non-playing characters (NPCs) through dialogues in order to progress throughout the 
game. Throughout this quest, you will have opportunities to use the target language for real 
interaction and to practice the language skills and vocabulary you have learned from Unit 2 
“Computer Architecture”.  Good luck and I wish you success in this journey.  
Quest Name:  Looking for a computer shop sales assistant 
NPC Name:  Shop Manager 
Location of NPC to the quest Izlude  
Type of quest start Event quest 
Quest rewards Base Level 25, Job Level 20 
Requirement You must pass Quest 1 and have Job Class 1. 
 If you finish Quest 1, you can change your job to Job 
Class 1. Talk to Announcer which can be found 
around the fountain at the centre of Prontera to learn 
more about it. 
Quest Information 
Go to Izlude to meet Shop Manager who is looking for a new sales assistant for his computer shop. 
You are interested in this job but you need to pass the test about you computer knowledge. Talk to 
Shop Manager to start the quest. Then, you will be assigned to help Customer 1, meet Ms. Louise, 
and hunt for the required item. When you are all done, speak to Shop Manager one last time and he 
will delightfully give you Base Level 25 and Job Level 20 as rewards which are required to proceed 
with the next quest. You can only do this quest once for each character and the rewards gained from 
this quest will not be able to be traded in order to prevent you from giving them to other characters 
who have not finished the quest yet.  
Briefing Session (15 minutes) 
Before starting, you are allowed 10 minutes for planning time, language preparation and quest 
familiarization with your partner(s). You can take notes in the space below. Other supporting activities 




Debriefing Session (15 Minutes) 
After ending this game session, prepare to discuss your experience gained from playing the game with your friends. You 
can take notes in the space below.  More details will be provided by your teacher and other supporting 




Picture from http://iro.ragnarokonline.com/ 
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Quest Assignment 3 
Welcome to the third quest (i.e. task undertaking, item hunting, and NPC searching) of Ragnarok 
Online
©. Having a chance to learn and practise what you have studied from Unit 3 “Computer 
Applications” as you venture in this online game provides you with enjoyable experience.  
Participation in the game also allows you to collaborate and communicate with other playing 
characters (PCs) via text/audio chatting in English and with non-playing characters (NPCs) 
through dialogues in order to progress throughout the game. This is really good for improving your L2 
communication!  Good luck and I wish you success in this journey.  
 
Quest Name:  Talking about computer uses 
NPC Name:  Newton 
Location of NPC to start the quest Prontera 
Type of quest Event Quest 
Quest rewards Base Level 20, Job Level 30,  
Puppy Love Hat 
Requirement You must pass Quest 2 and have Job Class 1. 
 
Quest Information 
Go to Prontera to meet Newton who is looking for an adventurer who can help his friends with 
computer uses for their work situations. Talk to Newton to start the quest. Then, you will be 
assigned to help Dr. Charles, Jack, and Natalie who will give you lots of rewards if they are satisfied 
with your help.  When you are all done, speak to Newton one last time and he will delightfully give 
you Base Level 20, Job Level 30, and Puppy Love Hat as rewards which are required to proceed with 
the next quest. You can only do this quest once for each character and the rewards gained from this 
quest will not be able to be traded in order to prevent you from giving them to other characters who 
have not finished the quest yet.  
Briefing Session (15 minutes) 
Before starting, you are allowed 10 minutes for planning time, language preparation and quest 
familiarization with your partner(s). You can take notes in the space below. Other supporting 





Debriefing Session (15 Minutes) 
After ending this game session, prepare to discuss your experience gained from playing the game 
with your friends. You can take notes in the space below.  More details will be provided by your 





Picture from http://iro.ragnarokonline.com/ 
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Quest Assignment 4 
Welcome to the fourth quest (i.e. task undertaking, item hunting, and NPC searching) of Ragnarok 
Online
©
. Playing and interacting with other students while you venture in this online game provides 
you opportunities to use the target language for real purposes and to practise what you have learned 
from Unit 6 “Operating Systems” in a fun way. The game environment allows you to 
collaborate and communicate with other playing characters (PCs) via text/audio chatting 
in English and with non-playing characters (NPCs) through dialogues in order to progress 
throughout the game. I hope you enjoy communicating in English in the game and wish you good 
luck with this journey.  
Quest Name:  How much do you know about operating 
systems? 
NPC Name:  IT & Computing Tutor 
Location of NPC to start the quest Alberta * 
Type of quest Event Quest 
Quest rewards Base and Job Levels will be upgraded and you will 
become a Novice High.  
Requirement You must pass Quest 3 and have Job Class 2.** 
 You can talk to Jumper to teleport yourself to different towns. In Prontera, Jumper is around the 
fountain. In Alberta, Jumper is at the harbour. In Izlude, Jumper is in the centre of town.  
 If you finish Quest 3, you can change your job to Job Class 2. Talk to Announcer which can be 
found around the fountain at the centre of Prontera. She will guide you to a place and an NPC for 
job change. 
Quest Information 
Go to Alberta to accept the quest from IT & Computing Tutor who can be found on the 1st floor of a 
university located in the northern part of town. You’ll be assigned to advise new students i.e. Adam, 
Ashley, and Andrew who want to learn about operating systems. If you can help them, you’ll be 
rewarded with several special items. When you are all done, speak to IT & Computer Tutor one last 
time.  She’ll delightfully upgrade your Base and Job Levels so you’ll become a Novice High. You can 
only do this quest once for each character and the rewards gained from this quest will not be able to 
be traded in order to prevent you from giving them to other characters who haven’t finished the quest 
yet.  
Briefing Session (15 minutes) 
Before starting, you are allowed 10 minutes for planning time, language preparation and quest 
familiarization with your partner(s). You can take notes in the space below. Other supporting activities 




Debriefing Session (15 Minutes) 
After ending this game session, prepare to discuss your experience gained from playing the game 
with your friends. You can take notes in the space below.  More details will be provided by your 
teacher and other supporting activities will then follow. 
                                                                                   
______________________________________________________________________________________________________________________________ 
 
______________________________________________________________________________________________________________________________   
Picture from http://iro.ragnarokonline.com/ 
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Quest Assignment 5 
Welcome to Ragnarok Online
©
, an environment which allows you to collaborate and 
communicate with other playing characters (PCs) via text/audio chatting in English and with 
non-playing characters (NPCs) through dialogues in order to progress throughout the game. Apart 
from communicating and having fun, you are involved in serious work underlying some tasks of this 
quest which help you gain new language learning experience and have opportunities to practise 
vocabulary and language skills you have learned from Unit 8 “Applications Programs”. Hope you have 
a “Plearn” experience as you play and learn in the game.  
 
Quest Name:  What can applications programs do? 
NPC Name: Academy Staff 
Location of NPC to start the quest Gaffen* 
Type of quest Event quest 
Quest rewards Base Level 30, Job Level 10,  
Angel Wing 
Requirements You must pass Quest 4 and become a Novice 
High.  
* You can talk to Jumper to teleport yourself to different towns. In Prontera, Jumper is around the 
fountain. In Alberta, Jumper is at the harbour. In Izlude, Jumper is in the centre of town. In 
Gaffen, Jumper is at the centre of town. 
Quest Information 
Go to Gaffen to accept the quest from Academy Staff who can be found in the centre of town. He will 
assign you to help each NPC with applications program problems. Just speak to NPCs in order, 
starting from Academy Staff to accept the quest, Practice Manager, Receptionist, and Young Man. 
When you are all done, speak to Academy Staff one last time and he will delightfully give you Base 
Level 30, Job Level 30, and Angel Wing as rewards which are required to proceed with the next quest. 
You can only do this quest once for each character and the rewards gained from this quest will not be 
able to be traded. This is to prevent you from giving them to other characters who have not finished 
the quest yet.  
Briefing Session (15 minutes) 
Before starting, you are allowed 10 minutes for planning time, language preparation and quest 
familiarization with your partner(s). You can take notes in the space below. Other supporting activities 




Debriefing Session (15 Minutes) 
After ending this game session, prepare to discuss your experience gained from playing the game with your friends. You 
can take notes in the space below.  More details will be provided by your teacher and other supporting 




Picture from http://iro.ragnarokonline.com/ 
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Quest Assignment 6 
Welcome to the sixth quest (i.e. task undertaking, item hunting, and NPC searching) of Ragnarok 
Online
©
 which is a fun yet educational setting allowing you to play and, at the same time, practice 
the language skills and vocabulary you have learned from Unit 11 “Networks”. Besides, this game 
provides you with the environment allowing you to collaborate and communicate with 
other playing characters (PCs) via text/audio chatting in English and with non-playing 
characters (NPCs) through dialogues in order to progress throughout the game.  Hope you have a 
good time playing, learning, and communicating in this game world.  
Quest Name:  Networks  
NPC Name:  Governor 
Location of NPC to start the quest Ayothaya  
Type of quest Event quest 
Quest rewards PhD hat 
 
Requirement You must pass Quest 5 and become a high-class 
character. 
You can talk to Jumper to teleport yourself to different towns. In Prontera, Jumper is around the 
fountain. In Alberta, Jumper is at the harbour. In Izlude, Jumper is in the centre of town. In 
Gaffen, Jumper is in the centre of town.  
Quest Information 
The governor of Ayothaya really wants to see 2 places in the city installing networks for more 
effective operations. So, he is looking for a real adventurer with good knowledge of computer 
networks to make his dream come true. He will give a PhD hat as a reward to the adventurer who can 
complete this quest. Talk to Governor which can be found inside the Castle located in the northern 
part of town to start the quest. Then, you will be assigned to meet Khwan-Uma and Wanida and hunt 
for the required items. When you are all done, speak to Governor one last time and you will be given 
the rewards. You can only do this quest once for each character and the reward gained from this 
quest will not be able to be traded in order to prevent you from giving it to other characters who have 
not finished the quest yet.  
Briefing Session (15 minutes) 
Before starting, you are allowed 10 minutes for planning time, language preparation and quest 
familiarization with your partner(s). You can take notes in the space below. Other supporting activities 




Debriefing Session (15 Minutes) 
After ending this game session, prepare to discuss your experience gained from playing the game with your friends. You 
can take notes in the space below.  More details will be provided by your teacher and other supporting 
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Ref:  HEC 2009/72/CoEdn  
 
7 December 2009 
 
Sorada Wattana 
School of Educational Students & Human Development 
College of Education 
UNIVERSITY OF CANTERBURY 
 
Dear Sorada  
 
The Educational Research Human Ethics Committee is pleased to inform you that 
your research proposal “The effects of computer games on L2 communication in the 
context of English as a foreign language in Thai higher education” has been granted 
ethical approval at their meeting on 3 December 2009. 
 
However this approval is subject to the following minor changes: 
 Please correct the typographical errors in the information sheet for students, in 
the first line of the section entitled “Participation”.  This should read “your 
participation or non-participation”. 
 Also in the information sheet in the section entitled “Confidentiality” in the 1st 
and 4
th
 lines you have used the word “you” and the word should read “your”.  
Please amend. 
 Please provide the Secretary with an amended copy of the information sheets 
for the files. 
 
Following the above amendments being made, you can commence your project. 
Please note that should circumstances relevant to this current application change you 
are required to reapply for ethical clearance/approval. 
 
If you have any questions regarding this approval please let me know.  
 






Dr Missy Morton 
Chair  
Educational Research Human Ethics Committee 
 
“Please note that Ethical Approval relates only to the ethical elements of the relationship between the researcher, 
research participants and other stakeholders.  The granting of approval or clearance by the Educational Research 
Human Ethics Committee should not be interpreted as comment on the methodology, legality, value or any other 
matters relating to this research.”
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Ref:  HEC 2009/72/CoEdn  
 
18 December 2009 
 
Sorada Wattana 
School of Educational Students & Human Development 
College of Education 
UNIVERSITY OF CANTERBURY 
 
Dear Sorada  
 
Thank you for providing copies of updated information sheet you have updated as 
requested in our letter of 7 December.  
 
I am very pleased to confirm that your application has now received full approval and, 
if you have not already done so, you can commence your study. 
 





Dr Missy Morton 
Chair  
Educational Research Human Ethics Committee 
 
 “Please note that Ethical Approval relates only to the ethical elements of the relationship between the researcher, 
research participants and other stakeholders.  The granting of approval or clearance by the Educational Research 
Human Ethics Committee should not be interpreted as comment on the methodology, legality, value or any other 
matters relating to this research. 
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G.3 Letter Requesting Permission of DPU 
College of Education 
 
 
1 April 2010 
 
 
Dr. Harald Kraus 
Director 
Language Institute 
Dhurakij Pundit University 
8
th
 Floor, Building 5, 110/1-4 Prachachuen Road  
Laksi, Bangkok 10210, Thailand 
 
Dear Dr. Kraus: 
 
I am currently enrolled as a PhD student at the College of Education, the University of 
Canterbury. The central focus of my PhD study, which is under the supervision of Dr. 
Michael Grimley, Professor Niki Davis, and Dr. Hayo Reinders, is on the effects of 
computer games on Thai EFL learners’ communication and Willingness to 
Communicate (WTC) in the target language. Specifically, I would like to examine 
learners’ L2 interaction in terms of quantitative and qualitative aspects while working 
on computer game activities. Besides, I would like to investigate learners’ perceptions 
of oral and written communication taking place electronically in a computer game 
environment, which could suggest implications for their WTC in the L2. The study 
can give some recommendations to language teachers as to whether or not they should 
use computer games to promote L2 communication and willingness to interact in 
English.  Since little research in this field has been done in Thailand, the results of the 
study are likely to inform the development of CALL in EFL classrooms in Thai 
Higher Education.  
 
I am therefore writing to request your support and permission for my PhD study 
which will be conducted with students from English for Information Technology class 
(LA217).  The participation will be purely voluntary. Participants will be made aware 
of their rights by being informed that they may withdraw the participation at any time, 
while also attending the class, or decline to answer particular questionnaire and 
interview questions without penalty, as well as without prejudice to their grades. 
Participants who do not wish to participate in the research or want to withdraw will 
____________________________________________________________________ 
1. This project has received ethical approval from the University of Canterbury, Educational 
Research Human Ethics Committee  
2. Complaints may be addressed to: 
 Dr Missy Morton, Chair, Educational Research Human Ethics Committee  
 College of Education, University of Canterbury 
 Private Bag 4800, CHRISTCHURCH  Telephone: 345 8312 
 
School of Educational Studies and Human Development  
University of Canterbury 
Private Bag 4800, Christchurch 8140, New Zealand 
Tel: +64 3 364 2537, Fax: + 64 3 364 2418  
 







be offered 2 options: (1) joining computer game activities but their communication 
and perception of communication during game play will not be investigated, and (2) 
being assigned to complete online exercises allowing, to some extent, similar content 
and the same amount of time and exposure to the language practice as those offered in 
computer game activities.   
 
As part of the study, participants will first be given pre-survey questionnaires and 
WTC questionnaire (Set1). Then, the online computer game “Ragnarok Online” will 
be used in every third session of each lesson of the course for a total of 6 computer 
game sessions. While working on computer game activities, participants’ produced 
discourse will be recorded for analysis. When finishing the last game session, 
participants will be asked to complete WTC questionnaires (Set2). After the final 
examination week, some participants will be invited for a semi-structured interview.  
The analysis will take place after the grades have been assigned. The collection of 
data has been scheduled for the period between June 7 and September 16, 2010. 
 
For your information, I am enclosing an Information Sheet that the participants in this 
study will be given and the Consent Form that they will be asked to sign. Pseudonyms 
will be used to protect participants’ identity. The anonymity and confidentiality of all 
participants in my study will be protected. Dhurakij Pundit University will be named 
in my thesis (for a clear picture of the research context) but not in any publications or 
presentations. Besides, all information gathered will be treated with the strictest 
confidence and securely stored in a locked filing cabinet and on a password-protected 
computer, and only the researcher will have access to it. The project has been 
approved by the Educational Research Human Ethics Committee of the College of 
Education of the University of Canterbury. 
 
If you have any queries or would like clarification on any parts of my study, please 
contact me by telephone at 081-697-5061 or my DPU office extension 107, by email 
swa143@student.canterbury.ac.nz, or in person at the office on the 8
th
 Floor of 
Building 5. If you have any other concern, or you would like to talk to an independent 
person about the project you can contact any of the following: 
 
 
1. This project has received ethical approval from the University of Canterbury, Educational 
Research Human Ethics Committee  
2. Complaints may be addressed to: 
 Dr Missy Morton, Chair, Educational Research Human Ethics Committee  
 College of Education, University of Canterbury 
 Private Bag 4800, CHRISTCHURCH  Telephone: 345 8312 
 
 






1. Dr. Michael Grimley (Senior Supervisor)  
School of Educational Studies and Human Development  
University of Canterbury 
Private Bag 4800 
Christchurch 8140, New Zealand 
Tel: +64 3 364 2537 Ext 8117  




2. Dr. Missy Morton 
Chair 
Educational Research Human Ethics Committee  
School of Educational Studies and Human Development 
University of Canterbury 
Private Bag 4800, Christchurch 8140, New Zealand 

















1. This project has received ethical approval from the University of Canterbury, Educational 
Research Human Ethics Committee  
2. Complaints may be addressed to: 
 Dr Missy Morton, Chair, Educational Research Human Ethics Committee  
 College of Education, University of Canterbury 
 Private Bag 4800, CHRISTCHURCH  Telephone: 345 8312  
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G.4 Information Sheet for Participants  




Information Sheet for Participants 
Project title: The Effects of Computer Games on L2 Communication in the Context 
of English as a Foreign Language in Thai Higher Education 
 
Introduction 
You are invited to consider participating in this PhD study that looks at the effects of 
computer games on Thai English as a Foreign Language (EFL) learners’ 
communication in the second language (L2).  This information sheet will describe the 
purpose and nature of the study and your rights as a participant in the study.  
 
Explanation of the study 
I will be looking at your language production in terms of quantitative and qualitative 
aspects while working on computer game activities.  Besides, I will be looking at your 
perceptions of oral and written communication taking place electronically in a 
computer game environment, which could suggest implications for your Willingness 
to Communicate (WTC) in the L2 (i.e. your intention to use the target language to 
communicate when there is an opportunity to do so). As part of the study, you will 
first be given a pre-survey questionnaire and WTC questionnaire (Set1). Then, you 
will be asked to play the online computer game “Ragnarok Online” which will be 
used in every third session of each lesson for a total of 6 computer game sessions. 
You will be assigned to use both text chatting and audio chatting as communication 
platforms during game play. While working on computer game activities, your 
produced discourse will be recorded for analysis and I would like your permission to 
use it for this research. When finishing the last game session, you will be given a 
WTC questionnaire (Set2) to complete. After the final examination week, some of 
you will be invited for an interview which will take about 15 minutes to complete.  
The interview will be recorded. Your produced discourse and your responses to 
questionnaire and interview questions will be analyzed after the grades have been 
assigned.  You will be given the transcript of interview to read and provide comments 
and/or clarifications.  
 
The results of the study can provide some recommendations to language teachers as to 
whether or not they should use computer games to promote language productivity and 
willingness to interact in the second language. Since little research in this field has 
been done in Thailand, the results of the study are likely to inform the development of 
CALL in EFL classrooms in Thai Higher Education.  
____________________________________________________________________ 
3. This project has received ethical approval from the University of Canterbury, Educational 
Research Human Ethics Committee  
4. Complaints may be addressed to: 
 Dr Missy Morton, Chair, Educational Research Human Ethics Committee  
 College of Education, University of Canterbury 
School of Educational Studies and Human Development  
University of Canterbury 
Private Bag 4800, Christchurch 8140, New Zealand 
Tel: +64 3 364 2537, Fax: + 64 3 364 2418  
 
Private Bag 4800, CHRISTCHURCH                                                        Telephone: 345 8312 
 








Pseudonyms will be used to protect your identity. All of the information collected will 
be confidential and will only be used for research purposes.  This means that your 
identity will be anonymous; in other words, no one besides the researcher will know 
your name. Whenever the data from this study are presented or published, your name 
will not be revealed. The data will be securely stored in a locked cabinet and on a 
password-protected computer, and only the researcher will have access to it. As 
required by the University’s research policy, at the completion of the project, all 
information collected will be kept securely stored for five years, after that it will be 
destroyed.  
 
Your participation  
Participating in this study is strictly voluntary. Your participation or non-participation 
will in no way affect your grade. You may withdraw the participation at any time or 
decline to answer particular questionnaire and interview questions without penalty, as 
well as without prejudice to your grade. The project has been approved by the 
Educational Research Human Ethics Committee (ERHEC) of the College of 
Education of the University of Canterbury. The University requires that all 
participants be informed that any questions about the project may be directed to me or 
my supervisor, whose contact details are provided below: 
 
Sorada Wattana 
English for Specific Purposes Department 
Language Institute, 8th Floor, Building 5 
Dhurakij Pundit University 
110/1-4 Prachachuen Road, Laksi, 
Bangkok 10210, Thailand 
Tel: 02-9549000 Ext 107 
Email: swa143@student.canterbury.ac.nz 
Dr. Michael Grimley (Senior Supervisor)  
School of Educational Studies and 
Human Development  
University of Canterbury 
Private Bag 4800 
Christchurch 8140, New Zealand 
Tel: +64 3 364 2537 Ext 8117  
Email: 
michael.grimley@canterbury.ac.nz 
Any complaint concerning the manner in which the project is conducted should be 
addressed to the Chair of ERHEC. The contact details are as follows: 
Dr. Missy Morton 
Chair 
Educational Research Human Ethics Committee  
School of Educational Studies and Human Development 
University of Canterbury, Private Bag 4800, Christchurch 8140, New Zealand 
Tel: +64 3 345 8312  Email: missy.morton@canterbury.ac.nz 
1. This project has received ethical approval from the University of Canterbury, Educational 
Research Human Ethics Committee  
2. Complaints may be addressed to: 
 Dr Missy Morton, Chair, Educational Research Human Ethics Committee  
 College of Education, University of Canterbury 
 Private Bag 4800, CHRISTCHURCH  Telephone: 345 8312 







Provision has also been made for a local contact to receive participants’ complaints 
and pass them on to the Chair of ERHEC. The details of the contact person are as 
follows: 
 
Dr. Harald Kraus 
Director of Language Institute 
Dhurakij Pundit University, 110/1-4 Prachachuen Road, Laksi, Bangkok 10210, 
Thailand 
Tel: 02-9549000 Ext 383 Email: harald.krs@dpu.ac.th 
 
The decision to participate or not is yours. If you are happy to participate, please sign 
and return the attached consent form to me. Please retain this information sheet. 

















1. This project has received ethical approval from the University of Canterbury, Educational 
Research Human Ethics Committee  
2. Complaints may be addressed to: 
 Dr Missy Morton, Chair, Educational Research Human Ethics Committee  
 College of Education, University of Canterbury 
 Private Bag 4800, CHRISTCHURCH  Telephone: 345 831 
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G.5 Consent Form  
College of Education 
 
 
Project Title: The Effects of Computer Games on L2 Communication in the Context 
of English as a Foreign Language in Thai Higher Education 
 
Consent Form 
I understand the aims and purposes of the research study undertaken by Sorada 
Wattana. The study has been explained to me and I understand the information that 
was given to me on the information sheet. 
I understand that my involvement will include learning in an environment using the 
online computer game ‘Ragnarok Online’ and communicating via text and audio 
chatting during game play, completing questionnaires, and being interviewed. 
I understand that all information will be treated in strictest confidence, that 
participants will remain anonymous and that no information will be given to other 
researchers or agencies without my consent. I understand that within these 
restrictions, the results of the study can be made available to me at my request and 
that I can request additional information at any time.  
I understand that the study will be carried out as described in the information 
statement, a copy of which I have retained.  I realise that whether or not I decide to 
participate is my decision and will not affect my grade 
I am aware that I can withdraw from the study at any time and I do not have to give 
any reason for withdrawing. I have had all questions answered to my satisfaction.  
I have read the information sheet and consent form. I agree to participate in the study.  
Name:  ___________________________________________ 
Signed: ___________________________________________ 
Date:  ___________________________________________ 
1. This project has received ethical approval from the University of Canterbury, Educational 
Research Human Ethics Committee  
2. Complaints may be addressed to: 
 Dr Missy Morton, Chair, Educational Research Human Ethics Committee  
 College of Education, University of Canterbury 
 Private Bag 4800, CHRISTCHURCH  Telephone: 345 8312 
School of Educational Studies and Human Development  
University of Canterbury 
Private Bag 4800, Christchurch 8140, New Zealand 
Tel: +64 3 364 2537, Fax: + 64 3 364 2418  
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G.6 Letter Requesting Permission of Copyright Holder 
College of Education 
 
 
16 September 2009 
 
Mr. Lertchai Kanpai 
Asiasoft Corporation Public Company Limited 
9 U.M. Tower, Room 9/283-5, 28
th
 Floor  
Ramkhamhaeng Road, Suanluang, Bangkok 10250 
 
Dear Mr. Kanpai: 
 
I am a research student in the College of Education at the University of Canterbury, 
New Zealand, and an instructor of the Language Institute at Dhurakij Pundit 
University (DPU), Thailand. I am writing up my research in a thesis entitled “The 
Effects of Computer Games on L2 Communication in the Context of English as a 
Foreign Language in Thai Higher Education”.  
 
I am seeking permission to use the game ‘Ragnarok Online’ in my thesis for the 
purpose of investigation into the effects of gameplay on L2 communication and 
Willingness to Communicate. I would like you to allow me to make partial 
modifications and extensions to the original game (by adding six new quests with 
narrative from me and developed by an instructor from the school of the Interactive 
Design and Game Development at the university) and to host the game on my own 
private server to limit the number of players to include only my study participants 
(approximately 30-40 students). The use of the game will be for educational purposes 
only.  The modified game will be included in the thesis, as well as publications and 
conference presentations while I am still a student in the College of Education at the 
University of Canterbury only. The initial game development will start in November 
2009. The pilot study and the main investigation will be conducted in December 2009 
and between June 7 and September 16, 2010 respectively.  
 
The inclusion of the modified game is integral to my thesis and I would therefore be grateful 
if you could grant permission for me to use it. I would include any acknowledgement you 
consider appropriate. If you require any further information, please contact me at Language 
Institute Dhurakij Pundit University 110/1-4 Prachachuen Road Laksi Bangkok 
10210, telephone 02-9549000 Ext 107, or email swa143@student.canterbury.ac.nz.  
 




School of Educational Studies and Human Development  
University of Canterbury 
Private Bag 4800, Christchurch 8140, New Zealand 
Tel: +64 3 364 2537, Fax: + 64 3 364 2418  
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Dear Khun Sorada 
We are pleased to grant permission for you to use the game as requested for the stated 
purposes. The following terms and conditions of the permission are, however, applied:  
1. Please make sure you include an acknowledgement of copyright ownership in your 
thesis properly.  
2. The use and the presentation of the modified quests and other computer programs 
must be suppressed from public view and limited to non-commercial purposes.  
3. Quest designing and game server hosting must be intended for this study use only.  
4. You must not modify core computer programs.  
5. We reserve the right to check what you have done to the quests at anytime without 
notice. 
6. We are the copyright holder of your designed quests. However, you are allowed to 
reproduce the materials in your thesis without asking permission.  
7. You are not allowed to refer to or present your quests when you complete your study.   
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This questionnaire contains 3 sections for measuring your willingness to 
communicate in the target language (English) particularly inside the 
language classroom. It should take about 10-15 minutes to complete. Please 
answer truthfully to guarantee the success of this study. Your answers will be 
treated confidentially and only the researcher will have access to the 
information you provide. Although I ask for your name, I do so only because I 
want to associate your answers to this questionnaire with your other data. 
Remember, you are telling the researcher about your communication in a 
classroom context. There are no right or wrong answers. 
 
Name: ___________________(Please give the character’s name that you use 
when playing Ragnarok Online©)  
Gender  (  ) Male   (  ) Female 
Section 1: Willingness to Communicate 
Instructions: Below you will read a number of different communication tasks in 
which you might engage in the language classroom.  I would like you to tell 
me how willing you would be to do each of these in English. By ‘willing’ I mean 
‘showing strong intention’ so please put an “X” in the box that describes the 
level of your willingness, using the following scales. 
1         2 3     4 5 
    Very unwilling  Somewhat unwilling  Neutral   Somewhat willing   Very willing 
 Communication Tasks 1 2 3 4 5 
1 Talk to your classmates about a class 
assignment. 
     
2 Communicate ideas, feelings and opinions.      
3 Ask for clarification when you are confused about 
a task you must complete. 
     
4 Read task description/instructions before you 
start completing. 
     
5 Listen to what your classmates say in English.      
 
X X X X X 
 APPENDIX H   351 
 
Section 2: State Communicative Self-confidence 
Instructions: I am interested in your anxiety about communication and self-
perceived communicative competence when communicating in English in the 
classroom. Put an “X” in the box that represents the degree to which you 
agree or disagree with each statement, using the following scales: 
1  2 3     4 5 
Strongly disagree     Disagree   Neutral/ No opinion     Agree      Strongly agree 
 Communication Tasks 1 2 3 4 5 
1 I am not worried about making mistakes.       
2 I find it difficult to communicate in English.       
3 I am worried that I will not understand what 
my classmates say in English.  
     
4 I feel nervous about using English while 
participating in class activities. 
     
5 I can say what I want to say in English.       
6 I think my classmates cannot understand me 
because of my poor English.  
     
7 I feel comfortable sharing my 
ideas/feelings/opinions with my classmates.  
     
8 I know the words required for each task 
completion.  
     
9 In general, I find communicating in English in 
classroom situations relaxing.    
     
10 I think participating in class activities help me 
develop my fluency (i.e. with little hesitation 
and pauses). 
     
 
Section 3: Frequency of English Use 
Instructions: I am interested in the frequency of communication in English in 
the classroom. Please put an “X” in the box that describes how often you use 
the target language, using the following scales: 
1  2 3     4 5 
       Never      Rarely        Sometimes        Often           Always 
 Statements 1 2 3 4 5 
1 I use English to communicate with friends.       
2 I speak in English when called upon by the 
teacher to ask questions and comment.  
     
X X X X X 
X X X X X 
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Section 3: Frequency of English Use (continued) 
 Statements 1 2 3 4 5 
3 I ask or answer questions voluntarily in class.       
4 I explain task instructions to my friends in 
English. 
     
5 I use English only when I participate in class 
activities.  
     
6 How long on average do you use English to communicate with you teacher 
and classmates in class? (Answer in hours and/or minutes per session) 
_______________ 
 
THIS IS THE END OF THE QUESTIONNAIRE.  
THANK YOU FOR YOUR COOPERATION. 
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This questionnaire contains 2 sections for measuring your willingness to 
communicate in the target language (English) particularly during gameplay. 
It should take about 10 minutes to complete. Please answer truthfully to 
guarantee the success of this study. Your answers will be treated confidentially 
and only the researcher will have access to the information you provide. 
Although I ask for your name, I do so only because I want to associate your 
answers to this questionnaire with your other data. Remember, you are telling 
the researcher about your communication in a gaming environment. There are 
no right or wrong answers. 
 
Name: ___________________(Please give the character’s name that you use 
when playing Ragnarok Online©)  
Gender  (  ) Male   (  ) Female 
Section 1: Willingness to Communicate 
Instructions: Below you will read a number of different communication tasks in 
which you might engage in a computer game setting. I would like you to tell 
me how willing you would be to do each of these in English. By ‘willing’ I mean 
‘showing strong intention’ so please put an “X” in the box that describes the 
level of your willingness, using the following scales. 
1 2 3      4 5 
Very unwilling  Somewhat unwilling      Neutral   Somewhat willing   Very willing 
 Communication Tasks 1 2 3 4 5 
1 Talk to other game players about a quest 
assignment. 
     
2 Communicate ideas, feelings and opinions.      
3 Ask for clarification when you are confused about 
a task you must complete. 
     
4 Read quest description/instructions before you 
start completing. 
     
5 Listen to what other game players say in English. 
 
     
X X X X X 
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Section 2: State Communicative Self-confidence 
Instructions: I am interested in your anxiety about communication and self-
perceived communicative competence that you feel when communicating in 
English in a computer game setting.  Put an “X” in the box that represents 
the degree to which you agree or disagree with each statement, using the 
following scales:  
1 2  3      4 5 
Strongly disagree     Disagree   Neutral/ No opinion     Agree      Strongly agree 
Statements 1 2 3 4 5 
1 I am not worried about making mistakes.  
 
     
2 I find it difficult to communicate in English.  
 
     
3 I am worried that I will not understand what 
other players say in English.  
     
4 I feel nervous about using English while 
participating in computer game activities. 
     
5 I can say what I want to say in English.  
 
     
6 I think other players cannot understand me 
because of my poor English.  
     
7 I feel comfortable sharing my 
ideas/feelings/opinions with other players. 
     
8 I know the words required for each task 
completion.  
     
9 In general, I find communicating in English in 
computer game situations relaxing.    
     
10 I think participating in computer game 
activities help me develop my fluency (i.e. with 
little hesitation and pauses). 
     
 
THIS IS THE END OF THE QUESTIONNAIRE.  




X X X X X 
 APPENDIX I: WTC QUESTIONNAIRE SET 2   356 














Appendix J: Interview Guide 
  
 358   APPENDIX J 
Opening 
Explain the reason for and the purpose of the interview, summarize briefly what will 




Ask participants to describe their general experience while interacting in the 
game. 
 Tell me about what you did while you were playing computer games.  
 Tell me about how you used English during game play.  
List of follow-up and probing questions: 
- How/Why did you _____? Can you explain this to me? 
- What do you think caused ____? 
- I found you ________while playing games. Tell me why you did this. / Tell 
me why you responded here. /Tell me why you didn’t say anything here.  




 Tell me how you felt when communicating in English in the game and how 
your feelings affected your communication.  
 Do you think you developed your willingness to communicate in English 
while engaged in the game? Why? /Why not?  
 Please describe situation(s) in the game in which you felt most willing to 
communicate in English.  
List of follow-up and probing questions: 
- Did you feel confident/nervous/comfortable? When?/Why? 
- Can you remember any other feelings? 
- You mentioned previously that you think___. Can you explain this to me? 
 
Closing / Ending the interview  
I have no further questions. Is there anything else you would like to add? 
 
                                                 
5
 These three additional questions were asked during the last interview session only.  
